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ABSTRACT
Noncognitive Factors: Deaf and Hard of Hearing Graduates’ Perceived Influence on
College Readiness
by Cindi Swenson
Purpose: The purpose of this phenomenological study was to explore and describe how
deaf and hard of hearing college graduates perceive the extent to which Farrington’s
(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree.
Methodology: This phenomenological study identified and described the extent to
which noncognitive factors influenced deaf and hard of hearing college graduates’ ability
to successfully attain their college degree. Eight participants were selected through
purposeful sampling based on criteria including being a resident in California and
graduating with a four-year college degree between 2017 and 2020. The researcher
conducted semi-structured interviews using an Interview Protocol. Responses from
participants were prioritized and data was coded for themes.
Findings: The findings from this study show that all participants agreed that each of
Farrington’s noncognitive factors influenced their ability to successfully complete a fouryear college degree. Participants shared examples that related to positive academic
performance and the five noncognitive factors of academic behaviors, academic
perseverance, academic mindsets, learning strategies, and social skills. Findings included
a hierarchy of perceived degree of importance for each factor.
Conclusions: The findings and literature review support that noncognitive factors
positively relate to academic performance and postsecondary success. Results indicate

that deaf and hard of hearing college graduates can overcome barriers by using
noncognitive skills to help them attain their college degree. Findings include that deaf
and hard of hearing college graduates utilized academic behaviors, persevered through
barriers and expectations, demonstrated positive academic mindsets, utilized learning
strategies that work for them, and valued social skills.
Recommendations for Action: The researcher recommends increasing awareness in
families, caregivers, transition organizations, policy makers and decision makers in the
benefits of noncognitive skills for deaf and hard of hearing students through workshops
and formal presentations. Recommendations also include to create and teach
noncognitive skills curriculum to deaf and hard of hearing middle school, high school and
college students. Professional development should be provided to educators and
academic counselors on the importance of noncognitive skills in education.
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CHAPTER I: INTRODUCTION
"Education is the most powerful weapon which you can use to change the world."
~ Nelson Mandela
Researchers agree that 21st century educational leaders in the United States
experience increased demands and complex challenges when addressing student
achievement and expectations for higher outcomes for all students (Leithwood & Jantzi,
2006, Ulinnuha & Indartono, 2019). Approximately 56.6 million students will attend K12 schools in the United States in the 2019-2020 school year. Recent data (2017-2018)
shows approximately 7.0 million students received special education services under the
Individuals with Disabilities Education Act (IDEA), with nearly 75,000 (1.1%) of those
students identified with a hearing loss (NCES, 2020). Specifically, in California, the
Position Statement on Language Access (California Department of Education, 2018)
reports close to 17,000 deaf and hard of hearing children ranging in age from birth to 22.
Deafness is considered a low-incidence disability, which means students with this
disability fall in an expected incidence rate of less than one percent of enrolled K-12
students statewide. In California, deaf and hard of hearing students comprise about 0.2
percent of all students (Anderson, Kuhn, & Taylor, 2016). Interestingly, research on
predicting student academic achievement is bountiful (Blackwell, Trzesniewski, &
Dweck, 2007; Schunk & DiBenedetto, 2016; Lemberger, 2012); however, research on
academic success for this unique population is less common and predicting academic
achievement remains complex (Marschark, Shaver, Nagel, & Newman, 2015; Paul,
2020). Moreover, interventions such as Response to Intervention and Universal Design
for Learning (Buffum, Mattos & Malone, 2018; Rose, 2016) to support individual student
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needs for the improvement of academic performance have been implemented by many in
the field of education. However, when compared to their hearing peers, deaf and hard of
hearing students with average intelligence, continue to score lower than their hearing
peers in language arts and mathematics standards (Knoors & Hermans, 2010); Gottardis,
Nunes, & Lunt, 2011). For example, in California, a Legislative Analyst Office (LAO)
report indicates less than 35% of deaf and hard of hearing students score at or above
grade level on language arts and mathematics statewide assessments by the California
Department of Education (Anderson, Kuhn, & Taylor, 2016). Interestingly, the report
states that deaf and hard of hearing students generally score lower than students with
other disabilities, English Learners, and the socioeconomically disadvantaged.
Numerous opinions weigh in on what specific strategies, programs, or methods
work best for deaf and hard of hearing students, and researchers continue to grapple with
identifying how to change the current learning outcomes (Cawthon, Schoffstall, &
Garberoglio, 2014; Marschark & Knoors, 2019). Often, language delays impede
academic development and because language delay is common in deaf and hard of
hearing students, rich interaction between their peers or adults is hindered. Unfortunately,
lack of access to equal communication opportunities causes isolation, and many deaf and
hard of hearing students struggle with self-identity and appropriate social behavior skills
(Jin, 2012; Vissers, & Hermans, 2018). The realization of barriers to academic and social
equality cause deaf and hard of hearing students to question their academic and career
future. Unfortunately, when students transition to college, deaf and hard of hearing
students enter being unprepared and are less likely to complete their programs at a lesser
percentage than their hearing peers (Garberoglio, Palmer, Cawthon, & Sales, 2019).
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Consequently, a deeper understanding is needed as to why deaf and hard of hearing
students with the potential to transition to college struggle to demonstrate college
readiness and success.
Background
"Success is not final, failure is not fatal: it is the courage to continue that counts."
~Winston Churchill
In April 1983, President Ronald Reagan introduced the highly anticipated 36-page
“Nation at Risk” report, disclosing the results of the examined quality of education in the
United States (Graham, 2019). The report called for reforms in the current public
education system. Since then, a wide range of education reforms have been implemented
including the 1994 Elementary and Secondary Education Act (ESEA) reauthorization
(originally signed into law in 1965) and the No Child Left Behind (NCLB) Act of 2001
(U. S. Public Law 107-110). Reforms included policies that largely focused on school
accountability for student reading and mathematics scores. However, in 2015, Congress
passed the Every Student Succeeds Act (ESSA), shifting the “academics only” focus to
include the importance of disadvantaged and high-need students, evidence-based
interventions, measurement of student progress, and high academic standards that will
prepare students for college and career success (Every Student Succeeds Act, n.d.).
In 2019, the U.S. House Appropriations Committee voted to allocate $260 million
to support the Social-Emotional Initiative and “whole child” education approaches
(Appropriations Committee, 2019). The California Department of Education committed
to align support systems to effectively meet the needs of the whole child and the Local
Control Accountability Planning (LCAP) process to include resources in the areas of
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physical and emotional safety, active engagement, learning support, academic challenge
and health. The LCAP supports positive student outcomes by describing goals, actions,
services, and expenditures and its focus specifies more control over funds through the
Local Control Funding Formula (LCFF) (California Department of Education, 2020). In
this model, local school districts are empowered to decide how funds are best
appropriated to meet the needs of their students.
The California Department of Education’s list of eight priorities included both
academic measures and potentially nonacademic ones. One of the latter items is “school
climate”. The expression “nonacademic” covers a broad array of terms with similar or
slightly differing connotations. Terminology for this domain differs depending on the
user and field in which it is applied; however, commonly, the term has been used
interchangeably with terms such as noncognitive skills, soft skills, social and emotional
skills, and 21st century skills (Jones & Kahn, 2017). Although disagreement exists on
what this domain should be called (Gehlbach, 2015), increasing interest continues in how
nonacademic factors impact student achievement (Jones & Kahn, 2017).
Social Emotional Learning
A nonacademic measure with a resurgent interest and a rapidly growing field in
education to explore is that of social emotional learning (SEL). Jones & Kahn (2017)
define social and emotional competencies as the knowledge and skills needed to form
relationships, create goals, and maintain healthy behaviors. In education, SEL
encompasses a wide array of subfields, acting as an umbrella term to include character
education, social skills training and “soft” or “noncognitive” competencies (Explore SEL,
n.d.). The California Department of Education (2019) explains that SEL emphasizes the
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importance of students possessing a range of skills needed in life to make emotional
connections and to maintain favorable relationships. Researchers of hundreds of studies
clearly agree that social and emotional competencies are valuable for 21st century learners
(Immordino-Yang, Darling-Hammond, & Krone, 2018).
Little argument is made against the importance of teaching social emotional
learning skills to K-12 students today. In fact, social emotional learning has been proven
to improve social and emotional skills, attitudes about self and others, and positive social
relationships (Taylor, Oberle, Durlak, & Weissberg, 2017; Jones & Kahn, 2017). What's
more, research shows the need for teaching social emotional learning programs in
schools. For example, a meta-analysis of 213 studies suggests an 11% gain in academic
achievement after students learned evidence-based social and emotional interventions
(Taylor, Oberle, Durlak, & Weissberg, 2017).
Noncognitive Skills
Emerging trends have surfaced on the influence of a variety of noncognitive skills
and how they impact positive outcomes in the area of academics, careers, and life (Khine
and Areepattamannil, 2019; Stafford-Brizard, 2016). Noncognitive skills, sometimes
called nonacademic skills, soft skills or social and emotional skills, can be described as
representing the “patterns of thought, feelings, and behavior” (Borghans, Duckworth,
Heckman, & Weel, 2008). Researchers have constructed noncognitive, personality and
social and emotional theories from varied disciplinary backgrounds such as economists
and psychologists (Heckman, Stixrud, & Urzua, 2006; Almlund, Duckworth, Heckman,
& Kautz, 2011). Noncognitive skills include a myriad of characteristics such as
approaches to learning, academic behaviors, critical thinking, social competencies, grit,
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perseverance, self-management, and interpersonal skills to name only a few. Equally
interesting, researchers agree that noncognitive skills are needed for college and
workplace success in the 21st century (Heckman & Rubinstein, 2001; Moore, Lippman, &
Ryberg, 2015).
College Readiness
Successfully attaining a college degree requires a combination of noncognitive
and cognitive skills. Experts have identified key noncognitive factors as anything that is
not measured by cognitive tests such as academic skills, sets of behaviors, strategies,
beliefs, and attitudes (Nagaoka et al., 2015). Conley (2012) proposes his Four Keys to
College and Career Readiness Model and postulates that these skills lead to success in
postsecondary outcomes. The four keys include both cognitive and noncognitive in
elements. For example, Conley (2012) suggests that the cognitive strategies key is
important for college success because it covers strategies such as problem formulation,
interpretation, and research. Furthermore, Conley (2012) proposes that the content
knowledge key is necessary for college success because it emphasizes the importance of
linking ideas and organizing concepts. In terms of noncognitive skills, Conley (2012)
suggests the key of learning skills and techniques that include persistence, goal setting,
and time management. Finally, Conley (2012) emphasizes that the key to transition
knowledge and skills is important for success. In this posited key, Conley discusses the
importance of students understanding how to acquire financial aid and how to choose
their postsecondary program and future career pathways. Other researchers with interest
in college and career readiness agree with this broad view of essential characteristics
(Curry & Milson, 2017; Moore-Thomas, 2019).
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Theoretical Foundation
Longitudinal research has been conducted on noncognitive attributes as they
relate to educational attainment, positive academic performance and social outcomes for
students (Wanzer, Postlewaite & Zargarpour, 2019; Weissberg, Durlak, Domitrovich, &
Gullotta, 2015). Moreover, Angela Duckworth conceptualizes that social and emotional
factors such as grit (Duckworth, Peterson, Matthews, & Kelly, 2007) contribute to the
pursuit of academic and nonacademic student success. In a compelling report by Garcia
(2014), it is posited that “noncognitive skills should be an explicit pillar of education
policy”. Garcia (2014) makes the case that noncognitive skills matter directly to the
person and indirectly in societal consequences and teaching such skills in school should
be a goal in public education.
Looking deeply into the subject of nonacademic skills, there is little doubt that
many researchers and educators agree that noncognitive factors or characteristics should
be considered when approaching the whole child. Interestingly, Harvard University
designed Explore SEL (n.d.), a website resource that summarizes and connects major
social and emotional learning frameworks and skills. Three known frameworks
presented and recognized in the field of education include the Big Five Personality Traits
(Goldberg, 1993), Building Blocks for Learning (Stafford-Brizard, 2016), and
Collaborative for Academic, Social, and Emotional Learning (CASEL, 2005).
Furthermore, a theoretical framework providing powerful implications relating academic
achievement to noncognitive skills is the Noncognitive Framework (Farrington et al.,
2012). Each of the mentioned frameworks are described in the following sections.

7

Five-Factor Model
A landmark framework that is widely used is the Five-Factor Model (McCrae &
Costa, 1987) also known as the Big Five Inventory (Goldberg, 1993). This framework
includes categories of 1) conscientiousness, 2) agreeableness, 3) emotional stability
(neuroticism), 4) openness, and 5) extroversion. This well-established personality
framework is widely recognized by psychology researchers and those in the field of
education (Coulacoglou & Saklofske, 2017; Smidt, 2015). The framework organizes the
large list of personality characteristics and allows for identification and promotion of
noncognitive skills (Roberts, Martin & Olaru, 2015). Beyond that, the Big Five model
proposes a taxonomy of characteristics that promote positive outcomes for human
psychology (DeYoung et al., 2010). Noncognitive traits in the Big Five have been
proven to promote academic achievement (Köseoğlu, 2016).
Building Blocks for Learning
Another theoretical framework contributing to the wealth of research on the
importance of noncognitive skills and their impact on academic achievement is the
Building Blocks for Learning framework developed by Turn Around Children (StaffordBrizard, 2016). This comprehensive framework conceptualizes the importance of diving
deeper into independence and sustainability, perseverance, mindsets for self and school,
school readiness, and healthy development. Nonacademic skills in this framework
include competencies such as self-direction, self-regulation, and academic tenacity
(Stafford-Brizard, 2016). Additional skills categorized into this framework include
agency, attachment, civic identity, curiosity, executive functions, growth mindset, sense
of belonging, relevance of school, relationship skills, resilience, self-awareness, social
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awareness, and stress management (Explore SEL, n.d.). Turnaround for Children
developed the framework to focus specifically on inter- and intrapersonal skills and the
impact of skill development on academic achievement (Stafford-Brizard, 2016). The
Building Blocks framework contributes to the myriad of research on the topic of the
significance of noncognitive or nonacademic skills and the impact on school-age children
and beyond.
Collaborative for Academic, Social, and Emotional Learning (CASEL)
A framework and model that has gained much attention with researchers and
public policy is The Collaborative for Academic, Social, and Emotional Learning
(CASEL, 2005). CASEL designed a framework that suggests the five competencies be
addressed in social emotional learning (SEL) programs (CASEL, 2005). The identified
competencies in this framework include self-awareness, self-management, social
awareness, relationship skills, and responsible decision-making. Self-awareness is the
understanding of feelings, values, and desires and includes possessing a growth mindset.
Self-management is the ability to control feelings and motivations. Social awareness
requires the ability to empathize with others and understand their perspective.
Relationship skills encompass communication skills, the ability to navigate conflict with
others, and the capacity to avoid succumbing to social pressure. Responsible decisionmaking skills involve the capacity to make constructive choices based on ethical
standards and social norms.
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Theoretical Framework: The Noncognitive Framework
"Intelligence plus character - that is the goal of true education." ~ Martin Luther King, Jr.
As one can see, a large body of evidence shows that noncognitive skills play a
significant role in 21st century learning. A recent theoretical framework and one of
interest is Noncognitive Framework. Farrington et al. (2012) synthesized the literature of
many concepts for the purpose of shaping school performance and proposed an evidencebased framework that identifies the noncognitive skills students need in order to
experience long-term academic success and attainment. The conceptual framework
identifies the broad range of factors necessary for success and how those factors are
fostered in different academic and nonacademic settings (Farrington et al., 2012). The
Noncognitive Framework was created to address the question, “What does it take for
students to graduate from high school, go to college, and persist to earn a degree
(Farrington et al., 2012)?”
Farrington (2012) and the team of researchers set out to reconcile the vast array of
research literature on the expansive scope of concepts and meanings. The team gathered
the data, synthesized the research literature, and determined to reconcile the disparities
“between researchers from different disciplinary backgrounds” (Farrington et al., 2012).
Five general categories of noncognitive factors surfaced from their review of literature,
all showing a relation to academic performance: 1) academic behaviors, 2) academic
perseverance, 3) academic mindsets, 4) learning strategies, and 5) social skills, all of
which fall under the broad category of academic performance. A description of the five
noncognitive factors can be found in the following sections.
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Academic Behaviors
In general, academic behaviors, sometimes called engagement, can be described
as skills including being ready to work, homework completion, study skills, organization
skills, cooperative learning skills, independent seat work, motivation, compliance and
more. “Good student” is the term used to describe a student who demonstrates positive
academic behaviors and noticeable signs of engagement (Farrington et al., 2012).
Literature has indicated that student engagement can be measured (Kim et al., 2019).
Importantly, research shows an association with student engagement and grade point
average (Heffner & Anataramian, 2015). Moreover, researchers have studied the positive
relationship between student engagement and academic achievement and have found the
correlation to be a positive one (Abla, Fraumeni & McREL International, 2019; Laird &
Cruce, 2009). Farrington et al. (2012) explains that of all noncognitive factors listed in
the framework, the skill of academic behaviors impacts student and performance more
directly than any other.
Academic Perseverance
Academic perseverance is described as the ability to not give up on academic
tasks, even when they are perceived to be difficult. In the field of education, and others,
this factor has been called “grit”. “Grit” is commonly associated with the attribute of
academic perseverance and can be described as a person’s passion and persistence, which
is not measured by IQ or other standardized tests (West, Kraft, Finn, Martin, Duckworth,
Gabrieli et al., 2014). Delayed gratification, self-discipline, and self-control are
commonly associated with this noncognitive term. Interestingly, Farrington (2012)
suggests that maximizing academic perseverance is a goal that is appealing because it is
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related to academic behaviors. Furthermore, recent research suggests a positive link
between perseverance and academic achievement (Lam & Zhou, 2019; Muenks,
Wigfield, Yang, & O’Neal, 2017).
Academic Mindset
Academic mindset is the belief, perception, or attitude a person owns that enables
learning. Academic mindsets encompass many characteristics, including having a growth
mindset, self-efficacy, openness, optimism, and sense of belonging. Positively, students
who demonstrate self-efficacy are prone to try tasks they think they can accomplish
(Bandura, 1986). Academic tasks may not come easily to some; however, persevering
through difficult tasks helps students grow and become more confident. Successful
students accomplish challenging tasks when they have a growth mindset and understand
that their talents and abilities are developed through hard work and dedication (Dweck,
2006). Convincing evidence exists supporting the notion that student performance is
positively affected by positive academic mindset (Farrington et al., 2012).
Learning Strategies
Many researchers and theorists have studied components of learning strategies;
even so, to date there is no consensus as to a model that identifies the components,
measurement, or how learning strategies impact student achievement (Farrington et al.,
2012). However, researchers agree that common learning strategies such as selfregulated learning, metacognition, and goal-setting promote student learning (Flavell,
1979; Darling-Hammond et al., 2015). Nagaoka (2013) postulates that there is a strong
correlation amongst learning strategies and academic performance. Nagaoka (2013)
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posits that when students learn the strategies needed to make strides in their academic
progress, they possess skills that ensure success.
Social Skills
The lack of social skills can cause difficulty for school-age children, and this
difficulty can last a lifetime (Lawson, n.d.). Fortunately, social skills can be taught and
learned. Characteristics such as communication skills, empathy, rapport, interpersonal
skills, problem-solving, conflict resolution, and accountability fall into this category.
Learning social skills enables students to grapple with emotions, peer relationships,
bullying, stress, and self-esteem (Conklin, 2014). Farrington et al. (2012) postulates that,
of the five noncognitive factors in the framework, social skills have the least direct
relation to increased grades, and that further research is needed to determine how social
skills influence student achievement and outcomes. Although this idea may or may not
be true, many researchers agree that social skills are important and promote academic
success (Edwards & Aspen Institute, 2017; Wentzel, 2017).
Statement of the Research Problem
Researchers and professionals in the field serving deaf and hard of hearing
students assert that barriers impact success in education. Barriers for this population
include, but are not limited to, language development, communication, access to
equipment, acoustics to accommodate the level of hearing loss, difficulty with repressing
background noise, limited personal resources, fatigue caused by listening effort, and selfidentity (Albertini, Kelly & Matchett, 2012; Cawthon, Schoffstall & Garberoglio, 2014).
What's more, many studies show that deaf and hard of hearing students score lower than
their hearing peers on standard academic testing (Qi & Mitchell, 2012). Moreover,
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typically deaf and hard of hearing students score well below grade level on reading scores
(Easterbrooks & Beal-Alvarez, 2012; Hrastinski & Wilbur, 2016).
When deaf and hard of hearing students transition to college, researchers
postulate, this population of students faces obstacles of modest academic outcomes and
are provided little training on their unique postsecondary transition needs (Luft, 2016).
Dr. Christen Szymanski, Director of Research and Evaluation at the Laurent Clerc
National Deaf Education Center at Gallaudet University, along with other researchers
from Clerc Center, researched barriers for deaf and hard of hearing students while in
college (Symanski, Lutz, Shahan, & Gala, 2013). In their study, they revealed five
overarching global obstacles: 1) knowledge and education of caregivers, professionals,
and the general public; 2) collaborative efforts; 3) qualified professionals and services; 4)
meeting the needs of the student in the school system, and 5) the child’s own selfdevelopment. Even more challenging, deaf and hard of hearing children are susceptible
to language delays that can impact the acquisition of age-appropriate communication and
social and emotional development of skills (Batten, Oakes, & Alexander, 2014).
An unfortunate result of the lack of relationship skills is that deaf and hard of
hearing students can feel rejected and experience social isolation (Batten, Oakes, &
Alexander, 2014; LeClair & Saunders, 2019). Although numerous studies have been
conducted in predicting college success (Richardson, Abraham & Bond, 2012; Conley,
2012), there is a need to look deeper into how noncognitive skills impact postsecondary
success for deaf and hard of hearing students (Nagle, Newman, Shaver, & Marschark,
2016; National Deaf Center on Postsecondary Outcomes, 2020).
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Research shows that college success for deaf and hard of hearing students
depends on academic preparation (Albertini, Kelly & Matchett, 2012). Albeit, Nagle,
Newman, Shaver, & Marschark (2016) cite educators and policymakers who stress that
though academic preparation is important, it does not guarantee success. The researchers
state that noncognitive skills must be developed to be successful in the 21st century.
Noncognitive skills focus on abilities other than cognitive skills and include
conscientiousness, perseverance, self-efficacy, social skills, and motivation. Fortunately,
growing evidence shows a positive link between noncognitive skills and positive student
outcomes in higher education and college readiness (Nichols, Trivitt, & Zamarro, 2018;
Nagaoka et al., 2013).
Although studies have been conducted and tell us of the importance of
noncognitive skills and how they positively impact college readiness, little research has
been done on the extent to which noncognitive skills are associated with the perceptions
of deaf and hard of hearing college graduate success. More research is needed on
academic success for this unique population and how to predict academic achievement is
needed (Marschark, Shaver, Nagel, & Newman, 2015; Paul, 2020; Cawthon, Schoffstall,
& Garberoglio, 2014). Therefore, an investigation of how noncognitive skills influence
college readiness should be conducted to provide a better understanding of how these 21st
century skills influence the college readiness of deaf and hard of hearing students.
Purpose Statement
The purpose of this phenomenological study was to explore and describe how
deaf and hard of hearing college graduates perceive the extent to which Farrington’s
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(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree.
Research Questions
The central research question and sub-questions in this study were designed to
focus on the five noncognitive factors and their perceived influence on the study
population. The questions are as follows:
Central Question
What are the lived experiences of deaf and hard of hearing college graduates and the
influence of Farrington’s (2012) five noncognitive factors of academic behaviors,
academic perseverance, academic mindsets, learning strategies, and social skills on their
ability to successfully complete a four-year college degree?
Sub Questions
1. How do deaf and hard of hearing college graduates perceive the influence of
academic behaviors on their ability to successfully complete a four-year college
degree?
2. How do deaf and hard of hearing college graduates perceive the influence of
academic perseverance on their ability to successfully complete a four-year
college degree?
3. How do deaf and hard of hearing college graduates perceive the influence of
academic mindsets on their ability to successfully complete a four-year college
degree?

16

4. How do deaf and hard of hearing college graduates perceive the influence of
learning strategies on their ability to successfully complete a four-year college
degree?
5. How do deaf and hard of hearing college graduates perceive the influence of
social skills on their ability to successfully complete a four-year college degree?
Significance of the Problem
It is generally accepted that most high school students express the desire to attend
college. Students who are deaf and hard of hearing are no different from their hearing
peers when desiring to pursue this dream. In fact, since 2008, the number of deaf and
hard of hearing high school students transitioning to postsecondary education has
increased (NDC on Postsecondary Outcomes, 2020). However, one study reveals that the
dropout rate for deaf and hard of hearing college students is nearly 70% (Nagle,
Newman, Shaver, & Marschark, 2016), far higher than that of their hearing peers.
Unfortunately, when pursuing their college dream, all too many deaf and hard of hearing
students do not persist in their college aspiration.
Over the past few years, a large body of evidence on noncognitive skills has
emerged that strongly supports the notion of a positive connection between noncognitive
skills and academic performance and achievement (Garcia, Weiss & Economic Policy
Institute, 2016; Nagaoka, Farrington, Allensworth, Keyes, Johnson & Beechum, 2013;
Mitchum, 2018). Moreover, most would agree there is a correlation between academic
performance and social and emotional learning (Immordino-Yang, Darling-Hammond,
Krone, 2018). Unfortunately, research shows that deaf and hard of hearing students
demonstrate significantly higher academic and behavioral problems in school than their
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hearing peers (Hintermair, 2013). Nonacademic school-related challenges include
executive functioning, time management, social interactions, self-regulation, and task
completion (Hintermair, 2013). Researchers studied varied reasons for low educational
attainment for college deaf and hard of hearing students (Albertini, Kelly & Matchett,
2012; Knoors & Marschark, 2014; Garberoglio, 2019). However, there is a paucity of
research on how noncognitive skills and social and emotional development positively
impact students who are deaf and hard of hearing (Nagle, 2016; Luckner &
Movahedazarhouligh, 2018), especially in the area of college readiness. To address this
gap, conducted research is needed on how noncognitive skills influence deaf and hard of
hearing students and their college readiness.
The uniqueness of this scholarly report lies in the fact that, although numerous
studies on noncognitive skills have been conducted by others in the field of education,
very little research has focused on how noncognitive skills influence deaf and hard of
hearing students’ academic performance. Moreover, in the last decade, deaf and hard of
hearing college student attendance has increased (NDC on Postsecondary Outcomes,
2020); however, college attainment for this population falls behind their hearing peers.
Indisputably, there is research on college readiness predominantly focused on college
students in general (Conley, 2012; Curry & De, 2017; Moore-Thomas, 2019). Yet
research on predicting academic achievement for the specific needs of deaf and hard of
hearing college students is far less common (Albertini, Kelly & Matchett, 2012;
Garberoglio, Palmer, Cawthon, & Sales, 2019).
Nagaoka (2013), asserts that the Noncognitive Framework (Farrington et al.,
2012) posits five general nonacademic factors that correlate with positive college
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performance. By assessing the degree of perceived importance each trait possesses
through interviews with deaf and hard of hearing college graduates who successfully
complete their four-year college degree, this study will provide future researchers with
insight into perceived nonacademic skill importance. Therefore, the importance of this
study is to discover the perceived significance of specific noncognitive skills, and the
connection to deaf and hard of hearing college student readiness. Its conclusions will
provide educators and others with relevant knowledge on focused nonacademic factors
when preparing deaf and hard of hearing high school students to transition to college.
Notably, a comprehensive understanding of a variety of noncognitive categories and the
factors that define them will assist deaf and hard of hearing students in meeting their goal
of successfully achieving their college degree goals. The results of this study can be used
to determine which noncognitive skills should be taught in the K-12 educational setting
in order to prepare students who are deaf and hard of hearing for college readiness.
This study adds to the research on skills that benefit deaf and hard of hearing
students by describing the perceptions deaf and hard of hearing college graduates have on
which noncognitive factors, from Farrington’s framework, influenced their ability to
successfully complete their four-year college degree. The findings can be used by K-12
educators who serve deaf and hard of hearing students to improve the curriculum taught
when preparing students to transition from high school to college. Its conclusions can
also be used to inform counselors, families, and transition organizations such as
vocational rehabilitation as they prepare deaf and hard of hearing students for college
readiness. Importantly, to increase college readiness, professors should be aware of the
significance of noncognitive skills as they relate to academic performance. Finally, the
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research findings can provide information for policymakers to further discuss the
importance of implementing noncognitive skill components in K-12 education reform.
Definitions
Theoretical and operational terms used in this study are relevant and are defined
to bring a rich understanding of meaning. The terms are listed in alphabetical order.
Theoretical Definitions
Academic behaviors are measurable and observable behaviors that are associated
with being a “good student” (Farrington et al., 2012). Common academic behaviors
include going to class regularly, completing homework, organizing materials, being
prepared, staying on task, paying attention, participating in class, and studying.
Academic mindsets are the beliefs and attitudes students have in relation to the
ability to perform tasks—in other words, self-efficacy, (Farrington et al., 2012).
Academic mindsets include sense of belonging, trust that one can grow with self-effort,
confidence that one will succeed with effort, and belief that the academic task has value
(Dweck, Walton, Cohen & Gates, 2014; Bandura, 1986).
Academic perseverance is a student’s ability to complete challenging academic
tasks, including self-control, persistence, tenacity, delayed gratification, self-discipline,
and the ability to focus on goals (Farrington et al., 2012). “Grit” is commonly related to
perseverance and includes behaviors such as not giving up easily, staying focused on
long-term goals, and working hard to meet goals, ignoring distractions and delaying
gratification (Von Culin, Tsukayama, & Duckworth, 2014).
Learning strategies embody processes such as self-regulated learning, goalsetting, metacognition, and time management (Farrington et al., 2012). Learning
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strategies assist students in controlling their own learning and are the techniques students
use to learn (Rhodes, Cleary, & DeLosh, 2019).
Social skills are commonly known as skills used to interact with others. Social
skills competencies include empathy, cooperation, collaboration, assertion, and
responsibility (Farrington et al., 2012).
Operational Definitions
Academic performance or academic achievement is the measurement of student
success toward academic goals. Measured achievement is conducted across varied
academic subjects.
Cognitive skills are the skills directly related to intellect. Cognitive skills include
thinking, memory, and reasoning.
College readiness is the degree to which a student is prepared to successfully
complete that student’s intended coursework when entering a postsecondary institution
(Conley, 2007).
Deaf and hard of hearing is the term commonly used by the National
Association of the Deaf, Gallaudet University, World Federation of the Deaf, and others
serving people with hearing loss or who were born deaf. Although scholars in the field of
Special Education are expected to use person-first terminology, for this study, the term
deaf and hard of hearing student defines the population studied.
Nonacademic skills are skills that are not directly related to cognitive (e.g.,
memory, thinking, reasoning) skills. The term nonacademic skills serve as an umbrella
for terms including soft skills, noncognitive factors, and social and emotional skills.
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Social emotional learning is the term used when students apply skills taught in
the areas of socialization, emotions, and behavior. These skills include self-awareness,
appropriately expressing emotions, self-management, regulation of emotions, social
awareness, character education, and relationship and management strategies.
Delimitations
Delimitations clarify the boundaries of the study and specify how the researcher has
narrowed the scope (Roberts & Wyatt, 2019). This study was delimited to eight deaf and
hard of hearing college graduates who met the following criteria:
1.

Completed a four-year college degree program between 2017 and 2020.

2.

Are currently residents in California.

3.

Willing to participate in the study.

4.

Able to access Zoom for a virtual meeting with a provided interpreter and
closed captioning upon request.
Organization of the Study
The research study is organized into five chapters and includes references and

appendices. Chapter I presented the introduction, background of the study, theoretical
foundations, Noncognitive Factors theoretical framework (Farrington et al., 2012),
research problem and significance of the problem. Chapter II contains a review of the
literature related to noncognitive skills and the significance to college readiness. Chapter
III reveals the methodology of the study and includes the research design, population,
sample, instrumentation, data-collection method, data analysis, and limitations. Chapter
IV provides an analysis of the collected data and postulates key findings from the
research. Chapter V delivers a summary of the major and unexpected findings and
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presents conclusions drawn from the findings. Implications for decision-making and
further actions are based on the findings of the analyzed research results and
recommendations for further research are proposed.
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CHAPTER II: REVIEW OF THE LITERATURE
"Intelligence is what you use when you don’t know what to do."
~ Jean Piaget
The purpose of this review of literature is to summarize and evaluate the seminal
work of the Noncognitive Factors framework proposed by Farrington et al. (2012) and to
gain insight on the relationship between each of the factors and how it influences college
readiness, especially when considering deaf and hard of hearing students in the college
context. Farrington et al. (2012) synthesized a review of the literature and discovered
five general categories of noncognitive factors related to academic performance: 1)
academic behaviors, 2) academic perseverance, 3) academic mindsets, 4), learning
strategies, and 5) social skills. Consequently, Farrington et al. (2012) proposed an
evidence-based noncognitive factors framework that identifies the skills related to
positive academic performance and assists students in experiencing long-term academic
success and attainment. The conceptual framework addresses the question, “What does it
take for students to graduate from high school, go to college, and persist to earn a
degree?” (Farrington et al., 2012)
This study is organized into four sections. Section I includes a brief historical
overview of deaf and hard of hearing students, college readiness and the influence of
noncognitive skills. Section II summarizes three theoretical foundation frameworks
currently contributing to the field of study focusing on noncognitive and social and
emotional skills: the Five-Factor Model Framework, the Collaborative for Academic,
Social, and Emotional Learning (CASEL, 2005) Framework and the Building Blocks for
Learning Framework (Stafford-Brizard, 2016). Each framework is discussed with a
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review of the principal elements and variables of their classical groundings in current
literature. Section III provides an overview of the principal elements and variables of the
framework used in this study, Noncognitive Factors (Farrington et al., 2012). Research
focuses on each of the five general categories of noncognitive factors related to academic
performance: academic behaviors, academic perseverance, academic mindsets, learning
strategies, and social skills. An evaluation of each factor is based on research conducted
to date. Section IV provides a summary of the literature that sheds light on current
research on each factor in the Noncognitive Framework and includes insight on the
relationship between the factors and how they relate to the context of college readiness.
A Synthesis Matrix (Appendix A) was developed and discussed in more detail at the end
of this chapter. The synthesis matrix allowed the researcher to identify relationships
among the noncognitive factors examined and how others researched them in the context
of college.
Historical Overview of Deaf and Hard of Hearing and College Readiness
Increasingly, deaf and hard of hearing high school students have been making the
transition to postsecondary education settings (NASDE, 2018). However, many deaf and
hard of hearing students who enter postsecondary education drop out and fail to complete
their degrees at rates higher than those of their hearing peers (Garberoglio, 2017;
Newman, Wagner, Cameto, & Knokey, 2009). The lack of financial security and selfsufficiency impairs the quality of life for these individuals, whether due to a lack of a
college education or to a lack of skills needed for the 21st century workforce. Dr.
Stephanie Cawthon and Dr. Carrie Lou Garberoglio (2017), Director and Associate
Director of the National Deaf Center on Postsecondary Outcomes, co-authored the book
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Shifting the Dialog, Shifting the Culture: Pathways to Successful Postsecondary
Outcomes for Deaf Individuals. In their research, Cawthon and Garberoglio (2017)
confirm, like other researchers in the field of deaf and hard of hearing postsecondary
transition, that deaf individuals face barriers when navigating the many layers in the
educational and social system (Szymanski, Lutz, Shahan, & Gala, 2013; NASDE, 2018).
When reviewing the literature, researchers concur that many deaf and hard of hearing
students enter college underprepared (Nagle, Newman, Shaver, & Marschark, 2016).
Historical Overview of Noncognitive Skills and College Readiness
For many years, the aptitude of cognitive ability has played an essential role in the
readiness of college students. However, 21st century researchers began shifting from the
importance of cognitive ability and began to look critically at other factors that relate to
positive postsecondary outcomes (Hemmy Asamsama, Mayo, Stillman, Mathew,
Schnorr, & Nelson, 2016; Kalsbeek, Sandlin, & Sedlacek, 2013). James Heckman,
Nobel prize-winning economist, promoted the term noncognitive and advanced the idea
that noncognitive factors are critical for life outcomes (Heckman & Kautz, 2012). Many
researchers have suggested that college students need more than cognitive skills to
experience postsecondary success. Dr. William Sedlacek, Professor Emeritus of
Education at the University of Maryland and a pioneer and leading expert on
noncognitive variables framed a noncognitive system he believed to be important in the
context of college readiness, including eight factors: self-concept, realistic self-appraisal,
handling system/racism, long-range goals, leadership, healthy support person,
community, and non-traditional learning. He posits that research has shown a correlation
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between noncognitive variables and academic success for students of all races, cultures,
and backgrounds (Sedlacek, 2017).
Comparably, Dr. David Conley (2012), a principal researcher on the subject of
college readiness, published works on college and career readiness that included a set of
“four keys” or areas of college readiness. The four keys—cognitive strategies, content
knowledge, transition knowledge and skills, and learning skills and techniques—shed
light on the importance of including noncognitive skills in the mix of cognitive skills to
ensure college readiness. Likewise, Hanover Research (2014) produced a report, “Best
Practices in K-12 College and Career Readiness”, that provided an overall summary of
germane research on college readiness and shared vital findings, with careful attention
given to academic and social behaviors, student engagement, and social and emotional
readiness rather than standardized exam scores alone. A continued review of current
literature reveals overwhelming evidence of overlapping research and findings validating
a definitive link between noncognitive skills, college readiness, and college success in the
21 st century (Moore, Lippman, & Ryberg, 2015; Nichols, Trivitt, & Zamarro, 2018;
Nagaoka, Farrington, & Ehrlich, 2014). However, when reviewing the literature on how
noncognitive skills influence deaf and hard of hearing college students, research
continues to be minimal.
Theoretical Foundations
Psychologists and behavioral economists have constructed theories and
frameworks on noncognitive skills to include a multitude of competencies and character
qualities. Research on noncognitive skills, also known as social emotional learning, soft
skills, character development, or inter-/intrapersonal skills, continues to be of interest
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(Khine & Areepattamannil, 2019). To distinguish theories and their differences in
noncognitive skills, some researchers have created frameworks for organization.
Frameworks, simply put, are tools that “organize ideas in order to provide a foundation
for thinking, communicating, and acting (Blyth, Jones, & Borowski, 2018).” Although
there may be overlapping factors in the multitude of frameworks organizing ideas and
making sense of noncognitive skills, all focus on certain qualities over others. In other
words, no two are alike. Three frameworks that fit the criteria of representing a wide
range of disciplines and that are widely adopted in the field of education are the Five
Factor Model (FFM) of personality traits (McCrae & Costa, 2008) based on the Big Five
Personality Traits (Goldberg, 1993), Collaborative for Academic, Social, and Emotional
Learning (CASEL, 2005), and the more recent Building Blocks for Learning (StaffordBrizard, 2016). All three frameworks incorporate qualities that correlate to noncognitive
factors such as social skills, emotional self-regulation, mindset, self-discipline, goalsetting, cooperation, and resiliency. Furthermore, the three frameworks have been
researched in high school and college settings, which is an essential factor in this
literature review and research study.
Five Factor Model Framework
The Five Factor Model (FFM) framework (McCrae & Costa, 2008), also known
as the Big Five personality traits, historically has claimed paradigm status (Matthews,
2020) and is based on decades of research conducted on personality by Fiske (1949),
Cattell (1965), McCrae & Costa (1987), and Goldberg (1993). This commonly accepted
theory includes five higher-order dimensions of standard or general personality traits.
The FFM framework was created to encompass personality variations to be organized
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into five definable traits. Some easily remember the traits by using the acronym OCEAN
or CANOE, representing: 1) conscientiousness, 2) agreeableness, 3) emotional stability
(neuroticism), 4) openness, and 5) extroversion. Few personality theories have proved
more studied than FFM. Figure 1 represents the five traits in the Big Five Personality
Traits Framework.

Figure 1. Big Five Personality Traits Framework. Adapted from Explore SEL.
http://exploresel.gse.harvard.edu/frameworks/7/.
Though many agree with the validity of defining personality traits (DeYoung,
2015), others disagree with its reliability (Trofimova, 2014). For example, Trofimova
(2014) researched the impact of biases on the use of lexical materials related to human
behavior. Her findings question the validity of a lexical approach and suggest this
approach is not an appropriate tool for investigating personality types, as used in the Five
Factor Model. Contrastingly, DeYoung (2015) describes personality traits as
“probabilistic descriptions of relatively stable patterns of emotion” and suggests that

29

although they are not stable on a day-to-day basis when aggregated, the predictive power
for behavior can be substantial.
Five Factor Model as it relates to college readiness. Barakat & Othman (2015),
researched the association between the Five Factor Model and its relationship to
cognitive style and academic achievement. The researchers studied 310 university
students, and results indicate a positive correlation between three of the Big Five
personality traits—specifically, neuroticism, agreeableness, and extraversion—and
academic achievement among college students. Conversely, Smidt (2015) studied the
effects of the Big Five personality traits on college students and academic success.
Researchers for this study used data from over 800 college and university students and
concluded that students with higher conscientiousness earned higher GPAs than their
peers. Even more than that, they found positive correlations between academic success
and the qualities of neuroticism, openness, and agreeableness. Moreover, Köseoğlu
(2016) researched the extent to which academic achievement is influenced by the Big
Five personality traits and learning styles. Köseoğlu (2016) studied the completed Big
Five questionnaires and Inventory of Learning Processes Scales of 202 university
students. These results show that conscientiousness and agreeableness positively connect
to the Big Five personality traits and learning styles. Openness and extraversion
demonstrated a positive correlation with elaborative processing (Köseoğlu, 2016).
Collaborative for Academic, Social, and Emotional Learning (CASEL) Framework
The Collaborative for Academic, Social, and Emotional Learning (CASEL) was
founded by a volunteer group of educators and researchers in 1994, and from their
intentional work in social and emotional learning, a framework was developed with the
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same name (CASEL, 2005). Roger Weissberg, CASEL’s chief knowledge officer, and
colleagues identified five social and emotional learning competencies: self-awareness,
self-management, social awareness, relationship skills, and responsible decision-making.
Weissberg & Cascarino (2013) summarized the meaning of social and emotional learning
by explaining that SEL is a process that individuals develop and successfully use: “the
knowledge, attitudes, and skills necessary to manage their emotions, set and achieve
positive goals, feel and show empathy for others, establish and maintain positive
relationships, and make responsible decisions”. The CASEL framework was designed to
“to guide educators, families, and communities in promoting students’ social, emotional,
and academic learning (Explore SEL, n.d.)”. Figure 2 represents the CASEL framework.

Figure 2. Collaborative For Academic, Social, And Emotional Learning Framework.
Adapted from Social and Emotional Learning (SEL) Competencies. https://casel.org/wpcontent/uploads/2019/12/CASEL-Competencies.pdf
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Mahoney, Durlak, & Weissberg (2019) conducted research on emotional learning
to update the body of work by examining four meta-analyses of SEL programs. Results
from the research reveal that students who participated in SEL programs demonstrated
significant positive outcomes in a range of SEL skills, including academic performance,
social behavior, and attitudes and concluded that SEL programs demonstrate short- and
long-term effects. Although there is ample research arriving at similar conclusions
supporting the premise that SEL programs produce positive benefits for students (Taylor,
Oberle, Durlak, & Weissberg, 2017), there are some researchers who do not share the
same consensus. For example, Zhao (2020) writes about critics who don’t share his
enthusiasm, including Finn (2017), who wrote in the Education Week that SEL is a hoax
and is rooted in “faux psychology.” Other critics include Robbins (2016), who calls SEL
the latest fad in education and Eden (2019), who calls SEL as America’s latest fad and
states that parents should be alarmed with the ideology presented. However, there
continues to be high interest in the CASEL developmental domain (Taylor, Oberle,
Durlak, & Weissberg, 2017).
CASEL as it relates to college success. CASEL competencies are believed to
prepare individuals to succeed in college (Elias, 2014). Skills such as delayed
gratification, stress management, understanding individual strengths and limitations,
cooperation, problem-solving, and the ability to set reasonable goals are undeniably
useful qualities to possess when in a college program and fall into the category of socialemotional descriptors. Meyers, Domitrovich, Dissi, Trejo, & Greenberg, (2019) describe
a public health approach to SEL and posit that social and emotional competencies
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contribute to the likeliness of children being college-ready and therefore, experiencing
long-term success while transitioning to adulthood.
Building Blocks for Learning Framework
A newer framework grounded in science and research from a variety of fields is
Building Blocks for Learning (Stafford-Brizard, 2016). In 2016, Dr. Pamela Cantor and
the Turnaround for Children team released this comprehensive student development
framework designed to teach the whole child in K-12 and beyond (Stafford-Brizard,
2016). This framework aims to transform K-12 education by developing evidence-based
skills and mindsets that show convincing corroboration of impacts on academic
achievement. Dr. Cantor explains that the framework comprises five rows of “blocks”
built on each other in the form of a pyramid and are placed in a hierarchical fashion.
Figure 3 represents the Building Blocks for Learning Framework.

Figure 3. The Building Blocks for Learning Framework. Adapted from Building Blocks
for Learning: A Framework for Comprehensive Student Development by K. Brooke
Stafford-Brizard, 2016, p. 16.
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The framework positions 16 skills related to individual rows. The first (or
bottom) row, encompassing foundational qualities, is Healthy Development and includes
skills of attachment, stress management, and self-regulation. Row two constitutes
School Readiness, including self-awareness, social awareness, and executive functions.
Row three involves Mindsets for Self and School and includes growth mindset, selfefficacy, sense of belonging, and school relevance. Higher-order skills are placed in rows
four and five. Perseverance is the fourth row and includes resilience, agency, and
academic tenacity. Finally, the fifth and uppermost row is Independence and
Sustainability, which includes the qualities of self-direction, curiosity, and civic identity
(Stafford-Brizard, 2016).
When comparing this framework to the Five Factor Model (FFM), while looking
at the definition of specific skills in each, one can see that four of the FFM traits are
similar to qualities found in Building Blocks for Learning. For example, the FFM trait
“conscientiousness” compares to the similar skills found in Building Blocks for Learning
of academic tenacity, attachment, and stress management. At the same time, “openness”
compares to curiosity, the relevance of school, and resilience. Furthermore,
“neuroticism” is similar to self-regulation and “agreeableness” and compares to
relationship skills and attachment. Contrastingly, the FMM trait of extraversion is not
demonstrated as high-value in Building Blocks for Learning. A quick comparison of
CASEL and Building Blocks for Learning shows similar qualities being given
significance. For example, these two frameworks also share similar skills such as selfmanagement skills, executive functions, self-regulation, responsible decision-making or
attachment and relationship skills (Harvard University, 2020).
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Building Blocks for Learning Framework as it relates to college readiness.
When conducting a literature review on the Building Blocks for Learning
framework and its relation to college readiness, a general Google, Google Scholar, and
ProQuest search produces little in the way of results. However, skills embedded in the
framework relate to college readiness, and a summary of those results follows. On the
foundational row of Healthy Development, current research shows that the skill of selfregulation has been shown to contribute to academic success in college students (Balkis
& Duru, 2016; Volchok, 2018). Volchok (2018) evaluated early-semester predictors of
whether college students would complete their enrolled course. The results revealed that
self-regulation was a strong predictor of student success. Moreover, a skill related to
college success in the school readiness row is self-awareness. Paolini (2019) addresses
the importance of school counselors fostering college readiness by incorporating social
and emotional learning, including self-awareness, in their counseling programs. Paolini
(2019) posits that it is imperative that students graduate from high school and possess
social and emotional skills. Paolini’s position on the importance of self-awareness in the
college context compares notably with other current literature on the subject (Webb &
Karatjas, 2018).
Mindsets for self and school, row three, include growth mindset, self-efficacy,
sense of belonging, and school relevance. The concept of self-efficacy was proposed by
Bandura (1977), who introduced the value of believing that one can effect change by
one’s actions. Recent research conducted on noncognitive skills by Richmond &
Sibthorp (2019) included self-efficacy, growth mindsets, and a sense of belonging. Their
study looked at the noncognitive skills needed for college success by studying 165
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students of low socio-economic status who participated in an Outdoor Adventure
Experience (OAE). The students were placed in a backcountry setting that required them
to seek out help, be adaptable, and remain flexible, which Richmond & Sibthorp (2019)
say are skills that correlate with college success. Results from the study indicate that
self-efficacy skills improved through experiencing adversity, and the students realized the
value of seeking out help. As a result of studying college students, Richmond & Sibthorp
(2019) posit that it would be difficult to understate the importance of self-efficacy beliefs
when facing college challenges.
The fourth row in the Building Blocks for Learning is perseverance. Skills related
to perseverance include resilience, agency, and academic tenacity. Numerous studies
over the past few years have been conducted and support the position that perseverance,
grit, and tenacity play an essential role in education. Seminal authors on these topics
include Dweck (2006) and Duckworth & Yeager (2015). Particularly in postsecondary
education, Wolters & Hussain (2015) investigated the relationship between grit and
college student success. Their findings provide implications that perseverance of effort is
a predictor of academic success and acknowledged the contributions of research from
others as confirming the importance of an individual’s persistence in academic contexts.
Finally, Independence and Sustainability, row five, includes the skills of selfdirection, curiosity, and civic identity. Self-directed learning, sometimes related to lifelong learning, has been the focus of research for decades (Knowles, 1975; Candy, Crebert
& O’Leary, 1994; Cazan & Schiopca, 2014). Knowles (1975) summarizes self-directed
learning as an individual having the ability to take the initiative to learn, identify learning
goals, define sources needed for learning, choose appropriate strategies for learning, and
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evaluate learner outcomes. Recently, Tekkol & Demirel (2018) investigated the selfdirected learning skills of 2,600 undergraduate students. The researchers note that
previous study results on self-directed learning show a link with academic success.
Using rating scales and a personal information form, the researchers set out to examine
self-directed skills and how they vary based on gender, academic success, income level,
and other areas. Results from the study confirmed that self-directed learning and lifelong
learning are related to each other. The study also confirmed that the studied university
students’ self-directed learning skills fell in the above-average range with higher scores
reflecting skills of motivation, self-monitoring, self-control, and self-confidence.
Interestingly, the highest score was in openness, which ties back to the Five Factor
Model. Researchers, Cazan and Schiopca (2014) report that openness is the most crucial
trait in self-directed learning.
Theoretical Framework: Noncognitive Framework
This research study examined the Noncognitive Framework (Farrington et al.,
2012), which focuses on five noncognitive factors related to academic performance: 1)
academic behaviors, 2) academic perseverance, 3) academic mindsets, 4), learning
strategies, and 5) social skills. The conceptual framework was a result of an extensively
synthesized review of literature conducted by Farrington et al. (2012) at the University of
Chicago Consortium on School Research (CCSR). During their review of literature, the
researchers discovered five common groupings of noncognitive skills connected to
positive academic performance and assisted students in experiencing long-term academic
success and attainment. Some of these groupings are corroborated in the theoretical
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foundations reported earlier in this literature review. Figure 4 represents the
Noncognitive Framework.

Figure 4. Noncognitive Framework. Adapted from Teaching adolescents to become
learners: The role of noncognitive factors in shaping school performance: A critical
literature review, by C. Farrington, et al., 2012, p. 12, The University of Chicago
Consortium on Chicago School Research.
The aim of this study, in keeping with Farrington et al.’s question, “What does it
take for students to graduate from high school, go to college, and persist to earn a
degree?” (2012), is to gain insight on the relationship between each of the five
noncognitive factors and its influence on how deaf and hard of hearing college students
earn their four-year college degrees. Continued research suggests that noncognitive skills
play a role in college success for students (Sedlacek, 2017); however, when looking
specifically at deaf and hard of hearing students, who face a unique set of barriers and
experience low attainment rates, little research is found.
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This literature review examines each of the five noncognitive factors listed in the
Noncognitive Framework: academic behaviors, academic perseverance, academic
mindsets, learning strategies, and social skills. The five factors are aligned in the same
order Farrington et al. (2012) used in their systematic literature review. A summary of
the factor, as described in Farrington et al.’s (2012) literature review will begin each
section followed by a review of current literature on the factor and its role in the K-12
context. Although this study is interested in how each factor relates to college readiness,
the researcher deems it important to include a review of literature in the context of K-12
context. In the following sections, the current research will be reviewed in terms of how
each factor relates to the college context.
Academic Behaviors
Farrington et al. (2012) include academic behaviors as a noncognitive factor listed
in the Noncognitive Framework. Academic behaviors include behaviors such as regular
class attendance, organizing materials, being prepared, completing homework, staying on
task, paying attention, participating in class and studying, all of which are “strongly
related to measures of academic achievement” (Farrington et al., 2012). In Farrington et
al.’s (2012) summary of their review of literature on this noncognitive factor, academic
behaviors can be said to be reflected in the academic performance of students that lead to
academic success, are essential for academic achievement, are malleable, and are “the
most proximal noncognitive factor to academic performance” (Farrington et al., 2012).
Role of academic behaviors in the K-12 context. There is no shortage of
research indicating the importance of academic behaviors in the K-12 setting; however,
one must search the specific characteristics of academic behaviors to gather existing data.
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Recent research on various academic behavior skills includes academic engagement,
motivation, and attendance (Salmela-Aro, 2015; DeCastella & Byrhe, 2015). Contrasting
research shows whether homework completion positively impacts academic success
(Gant, 2016; Bas, Senturk, & Cigerci, 2017). On the other hand, as Farrington et al.
(2012) notes, homework completion has proven to be of utmost importance when being a
“good student” and experiencing academic success.
Gregory & Kaufeldt (2015), introduced their work in the book The Motivated
Brain: Improving Student Attention, Engagement, and Perseverance. Their study aimed
to “link cognitive psychology models with affective neuroscience” based on the scientific
evidence of “seeking” or intrinsic motivational drive. The authors posit the importance
of creating learning environments in the school classroom that include activities to create
engagement, cause sustained attention, and create intrinsic motivation. Staying on the
topic of engagement, a journal article on engagement in middle school students, (Abbott,
2017) reports that student disengagement often begins in middle school and can
potentially lead to students dropping out of school. Based on researchers of engagement
and student interest (Martin & Bolliger, 2018; Hidi & Renninger, 2006), it is important to
develop engagement activities and focus on a student’s interests, which can lead to better
student outcomes.
Role of academic behaviors in the college context. Several studies have
revealed the importance of academic behaviors in the college setting. For example,
Crede & Kuncel (2008) examined the study habits, attitudes, and skills that support
college student’s academic performance. The authors found that study motivation and
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study skills show the most substantial relationship with grades. Also, the researchers
found that study habits and skills improve the prediction of academic performance.
More recently, Flynn (2014) used longitudinal survey information collected from
the National Center for Education Statistics (NCES) to evaluate college student
engagement related to degree attainment and postsecondary education. Based on the
longitudinal data, his study concludes that student engagement behaviors, both
academically and socially, significantly impact degree attainment. Flynn (2014)
described academic engagement as students participating in study groups and talking
with faculty in and outside of class. Flynn notes that this information partially
substantiates Tinto’s (2010) theoretical statement, “the more students are academically
and socially engaged, the more likely they are to persist and graduate.” Flynn’s study
corroborates Farrington’s stance that academic behaviors relate to academic achievement.
In another study on the impact of academic behaviors in the context of college
readiness, Akbarov & Hadzimehmedagic (2015) examined the influence of personal
factors on success for college students through the lens of a list of factors to include
academic attention to study, stress and time pressure, self-efficacy, involvement with
college activities, emotional satisfaction, and class communication. The researchers used
questionnaire scales related to the factors to determine the level in which they existed.
Their subjects’ GPAs were used as a measurement for college success. Results from the
study show a significant influence on college student success based on all independent
variable data collection. Variables in this study that align with academic behaviors as
included in Farrington et al.’s noncognitive framework are organization and attention to
study, involvement with college activities (engagement), and class communication.
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Therefore, Akbarov & Hadzimehmedagic (2015)’s conclusions support, in part, the
framework of the noncognitive factors used in this research study.
In contrast to Farrington, et al. (2012)’s position on attending class being “the
single most important academic behavior”, Millea, Wills, Elder, & Molina (2018)
contend that college success is not influenced by attendance. In their study, the
researchers evaluated data of first-year student performance and experiences at a single
university to determine what factors contributed to their college success. The study
categorized the research into three sections (institutional factors, student attributes, and
financial considerations). Merit was given to involvement, engagement, academic
preparation, and motivation. However, practical implications suggest that smaller class
sizes and financial constraints were indicators of college success. In contrast to other
available research, Millea, Wills, Elder, & Molina (2018) did not support the theory that
absenteeism plays a significant role in the lack of college success.
Academic Perseverance
Academic perseverance is the second factor listed in the Noncognitive Framework
(Farrington et al., 2012). Farrington and the team describe those with academic
perseverance as individuals who possess grit, self-control, persistence, tenacity, delayed
gratification, self-discipline, and the ability to focus on goals. In Farrington et al.’s
(2012) summary of the literature, the researchers note this factor can be challenging to
study because perseverance is apparent only in the student’s academic behaviors. It is
also important to note that Farrington et al.’s (2012) literature review reveals that
academic perseverance is highly malleable in its given context. That said, some
researchers failed to find a strong association with academic perseverance and positive
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academic outcomes (Wanzer, Postlewaite, & Zagarpour, 2019; Crede, Tynan, & Harms,
2017; Farruggia, Han, Watson, Moss, & Bottoms, 2018). On the other hand, other
researchers found at least some validity in the association. For example, grit can be
described as a person’s determination and desire to reach long-term ambitions
(Duckworth & Quinn, 2009) and has been said to positively impact academic
achievement (Verdesco, 2016). For this study, the researcher concentrated on a review of
literature on grit and focusing on goals. These terms also fall into Farrington et al.’s
(2012) description of perseverance.
Role of academic perseverance in the K-12 context. Numerous studies have
been conducted on grit and how it applies in a variety of K-12 educational settings
(McCain, 2017; Khan, 2018; Kovacs, 2018). Additionally, perseverance includes the
skill of goal-setting. Goal-setting has been the focus of research for many years as it
applies to education. For example, Schunk (1984) postulated the importance of students
participating in and demonstrating competency in this skill when researching goal-setting
and students with disabilities. Five years later, Locke and Latham (1990) published the
seminal work, “A Theory of Goal Setting & Task Performance”, which advanced the idea
that goal-setting influenced student performance.
Grit. In 2015, Gorman completed a study on the relationship between grit and its
impact on higher self-reported grades in the 9th-12th grades. The researcher gathered
surveys from 655 high school students from four urban high schools in a Midwestern
school district. Gritty characteristics were identified in the study population using the 8item grit scale (Duckworth & Quinn, 2009), that was included in the researcher’s survey.
From the results, Gorman concluded that the students who had higher grit scores also had
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higher self-reported grades. Conversely, other studies have concluded that grit did not
have a statistically significant correlation with academic achievement (Clevenger, 2019;
Arouty, 2016). For example, Barrington (2017) conducted a study on the relationship
between grit and the academic achievement of 4th graders in a rural school district. The
researcher used academic assessment scores in reading, writing, and math and correlated
them to grit. Results from this study indicated that grit was not statistically related to
academic achievement.
Focusing on goals. Another skill Farrington noted as vital as it relates to
academic perseverance and academic performance is goal-setting. Goal-setting and its
relation to academic achievement in K-12 students continue to be a focus by many
researchers (Cheung, 2004; Cabral-Marquez, 2012; Hamilton, 2018). In 2015, Thomas
evaluated academic achievement and the effects of SMART goal-setting on students in a
low-performing middle school classroom. The purpose of the study was to examine the
relationship between reading growth and goal-setting. The results from this study
suggest that goal-setting had a positive effect on the student’s academic achievement.
Interestingly, in another study, Dotson (2016) examined goal-setting and its impact on the
reading growth of 5th-grade elementary students in Kentucky. The researcher evaluated
the reading performance of 328 students in six schools over one year. Through
quantitative data analysis, Dotson (2016) was able to determine that two of the schools
showed significant positive effects on goal-setting and reading growth, two schools
revealed a positive difference but no significance in growth, and contrastingly, two
schools did not show a correlation of goal-setting and reading growth.
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Role of academic perseverance in the college context. Academic perseverance
is especially essential when college students are challenged with unfamiliar tasks
(Nagaoka et al., 2013). College students’ perseverance can grow through academic
support, intervention strategies, connections with faculty, and learning experiences
(Chang, 2014). Researchers have conducted studies on the positive influence of
perseverance in college (Martinez, 2016; Pate et al., 2017). Perseverance can include the
competency skill of setting or focusing on goals. Research on this topic continues to be
one of interest related in a variety of aspects to college students (Handoko et al., 2019;
Hao, Branch, & Jensen, 2016).
Grit. Studies validate the claims that grit positively impacts college students and
their success (Parsons, 2016; Strayhorn, 2014). For example, Lee (2017) evaluated the
relationship between grit and stereotype threat, racial centrality, academic achievement,
and retention. Lee (2017) studied 164 first-generation college student Black males
attending four-year universities in the Mid-South and Southern parts of the United States.
The study measured several factors related to grit and stereotype threat, racial centrality,
academic achievement, and retention. When specifically evaluating grit and academic
achievement, the study reveals that grit had a significant correlation to predicting higher
academic achievement; in contrast, the researcher’s hypotheses was not confirmed with
evidence on the influence of grit and stereotype threat and racial centrality. In a related
study, research was conducted on the relationship between grit and academic
achievement on 130 second-year college students majoring in education (Williams,
2017). The researcher in this study used the Grit-S survey along with student
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performance data. The findings show a statistically significant relationship between grit
and academic achievement.
In contrast, several studies have shown there was no significant connection
between grit and its influence on academic achievement (Shenkle, 2018; Brallier, 2020).
For example, Morlando Zurlo (2017), studied the relationship between grit and the
academic performance of community college students who vertically transferred to fouryear institutions. The researcher examined 405 college students during their first
semester at the four-year institution. The study’s findings align with those of researchers,
who postulate there is no statistically significant association between grit and college
student academic performance.
Focusing on goals. Studies have been conducted on focusing on goals in the
college setting (Hathaway, 2017). For example, in 2016, a study was conducted on the
impact of setting goals in a first-year college course in South Dakota (Sorensen, 2016).
The study evaluated 35 college students who were registered in a chemistry class. The
researcher evaluated the students’ use of two types of goal setting: performance goals and
learning goals. When looking at exam scores as a measurement, results from the study
reveal a statistically significant difference between participants who set learning goals
and those who set performance goals. Based on the results of the study, the researcher
posits that performance goal-setting impacted academic performance and that learning
goal-setting provides better results than performance goal-setting. Another study was
conducted on goal setting, goal orientation, and the effects on the achievement of
beginning-level Spanish language learners at a large Southeastern university (Miller,
2018). The researcher used surveys, pretests, and posttests as instruments for data
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collection. Results from this study show positive outcomes on goal setting and its impact
on final grades. These studies corroborate many others that indicate an association
between goal-setting and positive academic performance.
Academic Mindsets
Farrington et al. (2012) include academic mindsets as an additional factor listed in
the Noncognitive Framework. Farrington and the team describe academic mindsets as
“beliefs, attitudes, or ways of perceiving oneself in relation to learning and intellectual
work that support academic performance”. In Farrington et al.’s literature review, a
positive correlation was shown between academic performance and four academic
mindsets. The mindsets can be described with the following statements: “I belong in this
academic community”, “I can grow with my effort”, “I can succeed” and “This work has
value” (Farrington et al, 2012). A summary of this noncognitive factor includes strong
evidence showing that academic mindsets improve academic performance and are critical
to student performance. Researchers also report that academic mindsets are malleable
(Farrington et al., 2012). For this study, the researcher concentrated on a literature
review on the academic mindset attributes of sense of belonging and self-efficacy.
Role of academic mindsets in the K-12 context. Academic mindset has been
studied by many researchers for its correlation with academic performance in the K-12
setting (Dweck, Walton, Cohen, & Bill and Melinda Gates, 2014; Leggett, 2016; Fee,
2019; Brougham, 2018). Specifically, a sense of belonging significantly impacts
academic performance (Lam, Chen, Zhang, & Liang, 2015). Self-efficacy, derived from
the self-efficacy theory, also correlates positively to academic performance and has been
demonstrated over the years (Bandura, 1986; Schunk & Pajares, 2009; Cooper, 2016).
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Sense of belonging. Marquez (2017) examined the impact of academic
achievement on sense of belonging in high school foster youth. One research question in
the study specifically asked, “How does sense of belonging relate and contribute to
academic attainment?”. The foster youth studied were 14 students attending an urban
high school in southern California. The researcher used GPA as a measurement for
student achievement. The results of the study show there is a correlation between a sense
of belonging and academic achievement. Moreover, results reveal that students’ sense of
belonging in the academic context resulted in them feeling like an important part of the
community. In another study, academically struggling 9th-grade students were evaluated
on their experience of a sense of belonging in their classroom (Parekh, 2016). The
researcher notes that disconnected students are more likely to experience risk factors such
as high-risk behaviors, emotional distress, and school dropout. This study focused on the
perceptions of students who struggled with academics in school and how their teacher
fostered a sense of belonging and created an environment of attainable academic success.
The researcher used observations, interviews, and informal conversations as a means of
measurement. Results show that students consistently expressed their teacher-provided
support, built relationships, and created an accepting environment that resulted in a sense
of belonging. In turn, this sense of belonging created a classroom environment where the
students believed they could attain academic success despite their previous challenges
with academic rigor.
Self-efficacy. Arnoldson (2015) explored how self-efficacy and self-directed
learning relate to effects on achievement in 306 elementary students ranging in age from
7 to 12 years old. The researcher used scores from a student completed survey and end-
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of-level state scores to determine a correlation between the variables. Results concluded,
as hypothesized, that the study supports other research indicating a significant
relationship between student self-efficacy and students who possess self-directed learning
competencies. Another study confirms the hypothesis of the self-efficacy theory.
Olivier, Archambault, De Clerq, & Galand (2019) assessed three competing frameworks:
Self-Efficacy Theory, Self-System Model of Motivational Development, and
Expectancy-Value Theory. The researchers evaluated 671 students, following them from
4th-6th grade in the area of math. The researchers used student-completed questionnaires
and teacher-reported academic performance as data. When analyzing data, research
reveals there is a correlation between self-efficacy and achievement. Interestingly, the
researchers report, “the nexus between self-efficacy and achievement that was initially
proposed by the Self-Efficacy Theory was actually found in their students from 4th to 6th
grades”. This study supports the notion that long-term effects on academic achievement
relate to the perception of efficacy.
Less convincingly, a study on the impact of self-efficacy of urban high school
graduates and math performance (Benaoui, 2016) was conducted to determine the extent
to which the impact of self-efficacy sources related to student performance. The
researcher surveyed 191 high school students taking a college mathematics placement
exam. When examining the data, only two of the self-efficacy sources proved to be
statistically significant elements that influenced performance on the exam.
Role of mindsets in the college context. Researchers interested in college
readiness and academic performance have examined academic mindset skills to include a
sense of belonging (Kirk & Lewis, 2015; Morrow & Ackermann, 2012). Farrington et
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al.’s (2012) description of mindsets includes self-efficacy, which has also been examined
in the context of college success (Han, Farruggia & Moss, 2017).
Sense of belonging. Studies on a sense of belonging show a strong link to
positive student performance. A study conducted by Cooner, (2019) examined factors
related to sense of belonging in college students and the impact it has on retention that
leads to academic success. The researcher examined data from three community
colleges, gathered from conducted qualitative research and findings from a community
college survey. This study shows the importance of students engaging with their peers,
faculty, and academic program. The researcher reports that college students who feel a
strong sense of belonging are better connected and are more apt to achieve their goals.
Yet another study reporting a positive correlation between a students’ sense of belonging
and student outcomes in college was one conducted by Davis, Hanzsek-Brill, Petzold, &
Robinson (2019). The research team used a self-developed Sense of Belonging index to
measure social belonging related to academic performance and retention in 837 freshman
college students during critical transitions of their first year. Key findings show that
academic performance and social belonging are predictors of retention.
In comparison, a study was conducted examining the relationship of grit and
sense of belonging to college freshman students’ GPAs (Grisier, 2018). The researcher
collected the Grit-S and Psychological Sense of School Membership surveys of the
participating southern California community college students. This quantitative
correlational study indicated a statistical significance in the relationship between grit and
sense of belonging. However, no statistical significance was identified in the correlation
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between grit and GPA. Finally, the results were indecisive on the question of whether
sense of belonging facilitates a positive relationship between GPA and grit.
Self-efficacy. Studies have been conducted on self-efficacy and its relation to
college student academic performance and achievement (Forjan, 2017; Basila, 2017). In
2017, Ferguson conducted a study on the extent of the correlation between academic
achievement and factors to include academic self-efficacy. Undergraduate
communication sciences and disorder students in four Midwestern states completed a
survey to include GPA scores and perception of their level of certain academic traits:
academic self-efficacy, mindsets, and academic motivation. Results from the study show
that 54% of the students have high self-efficacy and a higher growth mindset. Also, the
researchers report that academic achievement is correlated with academic self-efficacy.
This study corroborates with other studies indicating a strong relationship between selfefficacy and academic achievement.
Conversely, Miller (2020) conducted a quantitative correlational study looking at
academic achievement and the extent to which a correlation exists between academic
self-efficacy and math. Miller (2020) surveyed 93 online undergraduate math education
students to include self-reported GPAs for data collection. The researcher reports results
from this study that contribute to other research indicating that in terms of undergraduate
students taking online math courses, academic self-efficacy is not a strong predictor of
academic achievement. That said, the researcher found more literature in support of selfefficacy and its relation to academic achievement.
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Learning Strategies
Learning strategies contribute to higher academic success and overall learning
(Farrington et al., 2012) and include self-regulation, metacognition, planning, time
management, and study skills. Much research has been conducted on learning strategies
and their role in academic performance; however, there is no consensus on a standard to
describe what they are, how they are to be measured, or how learning is influenced by
them (Farrington et al., 2012). Evidence supports the premise that metacognitive
strategies, one of the characteristics of learning strategies, are malleable (Farrington et al.,
2012; Ozturk, 2018; Tanner, 2012). In addition, self-regulated learning is malleable
(Zimmerman & Schunk, 2011; Nilson, 2013). Therefore, for this study, the researcher
concentrated on a review of the current literature on learning strategies to include
metacognition and self-regulated learning.
Role of learning strategies in the K-12 context. Farrington (2012) and the team
describe learning strategies as study skills, self-regulated learning, goal-setting, time
management, and metacognitive strategies. Research proves that when students know
how and when to use these strategies, academic performance increases (Farrington et al.,
2012). Learning strategies must be intentionally taught to students during their K-12
educational journey.
Metacognition. Metacognition has been extensively studied in the context of K12 children for many years and continues to be a topic of interest (John, 1979; Baker &
Brown, 1984; Yehudit, Zemira, & Dale, 2018). For example, Perry, Lundi, & Golder
(2019) conducted a systematic literature review on self-regulated learning in which they
analyzed 51 core studies on metacognition as it relates to school-age children, teachers,
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or schools. The results of their review conclude that, although they discovered minimal
opposition to the importance of metacognition and academic performance, they report
“wide agreement that metacognition has great potential to equip children to become
successful learners” (Perry, Lundie, & Golder, 2019, p. 23). Interestingly, Perry, Lundie,
& Golder’s (2019) report that Finland, Hong Kong, and Shanghai teach metacognition
strategies in their classroom activities and curriculum, and all are noted as school systems
of high performance. In 2016, Iqbal, Sultana & Afzal conducted a study on
metacognitive instruction and its impact on solving mathematical word problems. The
researchers randomly selected 80 6th-grade students and divided them into a control
group and an experimental group, with 40 students in each group. All students were
given the same word problems; however, the experimental group was taught using
metacognitive instruction while, on the other hand, the control group was taught in a
traditional method. Results from this study show a significant distinction between each
group and reveal that metacognition instruction supported student learning and academic
success. This data corroborates with other studies supporting the benefits of
metacognition and academic achievement.
Self-regulated learning. Self-regulated learning helps students become
successful learners (Zimmerman, 1986) and can be summarized as learning how to learn
(Tarranto & Buchanan, 2020). Over the years, many studies have been conducted using a
variety of self-regulated learning theories that have enabled self-regulated learning to
make a significant contribution to the field of education (Panadero, 2017). Planning, selfmotivation, attention control, flexible use of strategies, self-monitoring, help-seeking, and
self-evaluation are all considered to be strategies for self-regulated learning (Zumbrunn,
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Tadlock, & Roberts, 2015). A meta-analysis of empirical literature was conducted on
how self-regulated learning influences academic achievement in elementary and
secondary students (Dent & Koenka, 2016). Researchers for this study conducted two
separate analyses: one on the cognitive process and the other on the metacognitive
process of self-regulated learning. Results show that both elementary and secondary
students’ academic performance correlated with the cognitive and metacognitive process
of self-regulated learning. Interestingly, the metacognitive process of self-regulated
learning exhibited a significantly stronger correlation to academic performance than the
cognitive process. Although there were limitations in the study, the researcher notes that
the data supports the benefits of self-regulated learning and recommends further study to
support students and teachers in this area of instruction.
Role of learning strategies in the college context. It is crucial for college
students and those who serve that population to understand the value of learning
strategies when students enter college. Mann (2018) examined the effect on GPA,
persistence, and participation of a Learning Strategies course at a community college in
the Midwest. The researcher used grades from the learning strategies course to identify
successful and unsuccessful participants and included nonparticipants for comparison of
three groups. The study shows that students who successfully participated in the learning
strategies course had significantly higher GPAs than those who were unsuccessful and
those who did not participate. Interestingly, the researcher found a significant statistical
correlation between those students who successfully completed the learning strategies
course and graduation rates completed in a reasonable pre-determined timeframe. Most
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importantly, data from this research supports numerous other findings with similar
positive outcomes.
Metacognition. In 2020, Hayat, Shateri, Amini, & Shokrpour investigated 279
medical students attending a medical university in Iran. The researchers were interested
in knowing the outcomes of “metacognitive learning strategies and learning-related
emotions in the relationship between academic self-efficacy” (Hayat, Shateri, Amini, &
Shokrpour, 2020, p. 1) which in turn impact academic performance. The students were
asked to complete questionnaires on the different variables related to the study. After
evaluating the collected data, the researchers concluded that the study showed that
learning-related emotions and metacognitive strategies could be responsible for positive
academic performance.
Self-regulated learning. College students must develop self-regulated learning
to be successful (Schunk & Zimmerman, 2012). Necessary college readiness skills that
promote success in self-regulated learning include time management, self-reflection and
awareness, planning, and goal-setting. In a recent study on self-regulated learning, 589
first-year college students were evaluated on their use of time, academic self-regulation,
and GPA self-goal and actual score at three different points in time (Thibodeaux,
Deutsch, Kitsantas, & Winsler, 2017). The researchers conducted the study using
questionnaires throughout the school year. Results in this study show that students who
did not meet their GPA goal were those who did not use effective time management.
This study corroborates other study results indicating the importance of college students
using self-regulated learning for academic success.
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Social Skills
Farrington et al. (2012) include social skills as the final noncognitive factor listed
in their literature review. This social and emotional learning noncognitive factor can be
described as interpersonal skills, cooperation, assertion, empathy, and responsibility.
Convincingly, social skills are related to academic performance; however, research only
indirectly points to the effects social skills have on academic performance (Farrington et
al., 2012). Extensive research shows that social skills can be taught and are malleable
(Farrington et al., 2012).
Role of social skills in the K-12 context. Since the passage of the Every Student
Succeeds Act (ESSA) signed into law in 2015, more focus has been placed on socialemotional learning in the K-12 education system. Social skills and social emotional
learning in elementary- and secondary-school students have been widely studied
(DePaoli, Atwell, Bridgeland, & Shriver, 2018; Greenberg, Domitrovich, Weissberg, &
Durlak, 2017). Immordino-Yang, Darling-Hammond, & Krone (2018) wrote a scholarly
brief, “The Brain Basis for Integrated Social, Emotional, and Academic Development:
How emotions and social relationships drive learning.” In this brief, the authors discuss
brain science and development and how healthy development supports learning and
social and emotional well-being. The authors posit the importance of providing
interventions and support to improve educational outcomes. In conclusion, they report,
“The science on how the brain develops helps explain why young people’s social,
emotional, and academic development are intertwined” (Immordino-Yang, DarlingHammond, & Krone, 2018, p. 16). Moreover, a meta-analysis review of SEL
interventions and their relation to academic development was conducted on nearly 98,000
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K-12 elementary- and secondary-school students (Taylor, Oberle, Durlak, & Weissberg
(2017). The purpose of the study was to follow up on the effects of school based SEL
interventions and positive youth development. Results from the meta-analysis support
existing evidence that school-based social and emotional programs offer long-term
positive effects. Coinciding evidence supports the premise that social emotional learning,
provided through high-quality programming, positively impacts student behavior and
academic attainment (Jones & Kahn, 2017).
Conversely, as mentioned earlier, critics warn of the social and emotional
movement’s pitfalls, including ambiguity, overhype, impatience for development, and
equity and culture (Shriver & Weissberg, 2020). In terms of equity and discipline
Gregory & Fergus (2017) report that there is growing evidence that expelling or
suspending students has the propensity to cause harmful effects on academic progress.
Race and gender play a part in disparate suspension patterns (Gregory & Fergus, 2017).
To reduce disparities in discipline and to address positive school culture and climate,
states and local school districts are implementing social and emotional learning
intervention programs. Research adding to the support implementing social emotional
learning and the teaching of social skills in K-12 schools includes a study by Price
(2018). The researcher investigated implemented social emotional learning programs and
their perceived impact in 131 public school districts in Texas. The school districts ranged
in size, socioeconomic standing, and discipline, and academic rating. Thirty-three varied
social emotional learning programs were indicated as being implemented. Results
explicitly related to the perceived effectiveness of social emotional learning programs
conclude that 70% of the respondents said their implemented social emotional learning
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programs positively impact students in the areas that include academic progress, mental
health, and a reduction in “disproportionality of discipline referrals for students of color”
(Price, 2018, p. 96). Results from this study support the research signifying that socialemotional learning contributes to positive outcomes for students.
Role of social skills in the college context. College can be a time when students
face unique social and emotional experiences and unexpected barriers such as loneliness,
anxiety, separation from family and friends, and unmet expectations. Alarmingly, rates
of depression and anxiety among college students increase (Carmack, Hocke-Mirzashvili,
& Fife, 2018). Some may think that when students enter college, social skills or social
emotional learning become less of a concern for postsecondary success. However, the
transition from high school to college requires specific social skills that vary from one
student to another (Moeller & Seehuus, 2019).
Ample research has been conducted on how social skills and social emotional
learning applies to the K-12 context; however, there is much less on how it is applied in
the college context. That said, a review of literature can be found that supports the
advancement of social skill improvement in college students. For example, social and
emotional learning has been proven to assist college students in navigating negative
adjustments in their new environment (Conley, 2015). Conley (2015) posits that there is
growing literature on the importance of postsecondary educators and others focusing on
social and emotional outcomes of students seeking college degrees. In her report, she
notes that social emotional programs for youth share similar targets and aspects that are
needed when students matriculate to higher education. To that end, Moeller & Seehuus
(2019) measured the degree to which loneliness mediates the relationships between

58

anxiety and depression among college students. The study results conclude that social
skills development is essential in reducing mental health issues such as anxiety and
depression in college students.
It is important to note that social skills needed in college also include skills such
as self-awareness and relationship skills. Tadjer, Lafifi, & Seridi-Bouchelaghem (2018)
conducted a study on the important social skills needed in higher education. Researchers
studied 450 college students from different areas of degree focus. Their study aimed to
gather data on what students believed were the most important social skills needed while
attending college and then recommend a problem-based learning platform to teach
needed social skills. Results from the study show that college students rated politeness,
respect for other points of view, confidence, and self-esteem as essential skills needed to
be successful in college.
Summary
The purpose of this review of literature was to provide an overview of the role of
noncognitive factors and how they relate to student academic performance in the K-12
and college academic contexts. The researcher evaluated and synthesized a range of
studies and scholarly literature on noncognitive factors including social and emotional
learning. Researchers such as Farrington et al. (2012) examined specific noncognitive
factors related to academic performance to include academic behaviors, academic
perseverance, academic mindsets, learning strategies, and social skills. The review of
literature was specifically conducted to gain insight into the relationship between each of
the five noncognitive factors and how they relate to academic performance. Upon
completion of the literature review, research shows there is a correlation between
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noncognitive skills and positive student outcomes. Although some contest the role of
noncognitive factors and academic performance, there is a growing scope of research that
proposes that noncognitive factors are central to improving learning outcomes for
students in K-12 and the college context. More specifically, literature from the review
shows that academic behaviors are convincingly related to academic performance. Also,
the literature review shows that academic mindsets and learning strategies play an
essential role in academic success. Somewhat less convincingly, academic perseverance
has shown a modest correlation to academic performance, supporting Farrington et al.’s
(2012) conclusions. Finally, though social emotional learning has been criticized by
some scholars, it shows an importance to student well-being and shows a modest
correlation to academic performance.
Further research in the field should include how noncognitive factors should be
included in college readiness preparation for high school students with goals to transition
to postsecondary education. Little research has been conducted on how noncognitive
factors influence deaf and hard of hearing college students, which is an interest of the
researcher. Also, the need to address the importance of noncognitive skills, in
conjunction with social emotional learning, should be continued.
Synthesis Matrix
A Synthesis Matrix (Appendix A) was developed by the researcher to support
each noncognitive factor’s value and the relationship between each of the factors and the
context of college readiness found in the body of literature. Reference sources used to
guide this review of the literature included peer-reviewed journals, books, scholarly
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websites, and dissertations. To support the study’s background, citations, and references
used in the research were included in the synthesis matrix.
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CHAPTER III: METHODOLOGY
This qualitative phenomenological study described how deaf and hard of hearing
college graduates perceived the influence of Farrington’s (2012) five noncognitive factors
(academic behaviors, academic perseverance, academic mindsets, learning strategies, and
social skills) on their ability to successfully complete a four-year college degree.
Qualitative methodology “describes the design of the study, including the selection and
description of the site, the role of the researcher, initial entry for interviews and
observation, and the time and length of the study” (McMillan & Schumacher, 2010, p.
37-38). In addition, qualitative methodology includes “the number of participants and
how they were selected, and data collection and analysis strategies” (McMillan &
Schumacher, 2010, p. 38).
This chapter provides an explanation of the research methodology chosen and an
explanation of how the chosen methodology was implemented. Also presented in this
chapter is an outline of the methodology utilized in this study, including a review of the
purpose statement and research questions. A description of the population, sample,
instrumentation, data collection and data analysis for this study is included. Limitations
of the study were discussed, and a comprehensive summary was provided.
Purpose Statement
The purpose of this phenomenological study was to explore and describe how
deaf and hard of hearing college graduates perceive the extent to which Farrington’s
(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree.
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Research Questions
The central research question and sub-questions in this study were designed to
focus on the five noncognitive factors and their perceived influence on the study
population. The questions are as follows:
Central Question
What are the lived experiences of deaf and hard of hearing college graduates and
the influence of Farrington’s (2012) five noncognitive factors of academic behaviors,
academic perseverance, academic mindsets, learning strategies, and social skills on their
ability to successfully complete a four-year college degree?
Sub Questions
1. How do deaf and hard of hearing college graduates perceive the influence of
academic behaviors on their ability to successfully complete a four-year college
degree?
2. How do deaf and hard of hearing college graduates perceive the influence of
academic perseverance on their ability to successfully complete a four-year
college degree?
3. How do deaf and hard of hearing college graduates perceive the influence of
academic mindsets on their ability to successfully complete a four-year college
degree?
4. How do deaf and hard of hearing college graduates perceive the influence of
learning strategies on their ability to successfully complete a four-year college
degree?
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5. How do deaf and hard of hearing college graduates perceive the influence of
social skills on their ability to successfully complete a four-year college degree?
Research Design
In this section of the study, the researcher provides a thorough explanation of the
research methodology chosen. When deliberating and selecting the most appropriate
research design for this study, the researcher focused on intent when choosing amongst
the quantitative and qualitative methodologies available. To determine the type of study,
the researcher considered the inquiry purpose, which was to seek to understand the
participants’ perspectives on how noncognitive factors influence deaf and hard of hearing
college graduates’ ability to complete their four-year college degree. It is known that
quantitative methodology focuses on instruments and procedures and that the results are
statistical in nature (McMillan & Schumacher, 2010). In contrast, qualitative
methodology is interested in the participants and their natural setting and is descriptive in
nature (Creswell, 2009). Because qualitative research understands participant
perspectives, gives attention to the participant’s meaning through expressed events and
actions, and focuses on how things occur (McMillan & Schumacher, 2010; Creswell,
2009), the researcher concluded that a qualitative research design was fitting.
The researcher considered the steps for design alignment, which include inquiry
purpose, inquiry focus questions, and data to be collected for the study (Patton, 2015, p.
265). Figure 5 demonstrates Patton’s (2015) Steps for Design Alignment that lead to
selecting relevant cases. For this study, the researcher identified the inquiry purpose as
the desire to understand which noncognitive skills support college readiness for students
who are deaf and hard of hearing. The focus questions were derived from the
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researcher’s interest in specific noncognitive skills. The research purpose and focus
questions led the researcher to specific types of data-collection options. Following these
steps, the researcher was able to select an information-rich, purposeful sampling strategy
with which to illuminate the qualitative inquiry. Figure 5 represents the Steps for Design
Alignment.

Figure 5. Graphical representation of the Steps for Design Alignment (Patton, 2015)
Qualitative Research Design
Qualitative research designs include several interactive qualitative strategies and
can be organized into those that focus on individual lived experiences and those that
focus on society and culture (McMillan & Schumacher, 2010). Because the researcher
desired to capture a deeper understanding of the lived experiences of deaf and hard of
hearing college graduates, and of the influence noncognitive skills have on earning a
four-year college degree, a phenomenological study was considered. Phenomenology
studies the experiences from a first-person viewpoint and is the study of “phenomena”
(Smith, 2018). Classical Husserlian phenomenology postulates that, to achieve certainty,
the external world should be reduced to personal consciousness and in doing so, the pure
phenomena of a person’s reality can be used as data (Groenewald, 2004). Moreover,
Creswell (2009) describes phenomenological research as a “strategy of inquiry in which
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the researcher identifies the essence of human experiences about a phenomenon as
described by participants."
In this study, the researcher captured the essence of human experience by
conducting scripted, semi-structured, open-ended interviews. According to Patten &
Newhart (2018), “Qualitative methods allow researchers to collect local knowledge and
give voice to participants” (p. 114). Data collected from the interviews gave voice to
deaf and hard of hearing college graduates as they described how they perceived the
influence of Farrington’s (2012) noncognitive skills on their ability to earn a four-year
college degree. Participant responses were gathered and analyzed for the purpose of
identifying major themes. Furthermore, the researcher discovered and documented
unanticipated outcomes (Patton, 2015) while being mindful of bias. The results from this
study give meaning to the influence noncognitive skills have on deaf and hard of hearing
college students and may be generalized and used as a resource for college readiness
preparation for deaf and hard of hearing students. What’s more, the results may be used
for other high school students with disabilities as they prepare for college.
Method Rationale
The researcher dedicated a great deal of epistemological thought to determining
the most appropriate method to be used for this study. Time was spent deliberating
several methodology strategies, and the results those strategies provide. Moreover, the
researcher considered the intent of the study, which was to explore gathered data from a
select population in a specific setting for their perspectives on a certain phenomenon.
After much consideration, a phenomenological methodology was determined to be the
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most suitable type of study for the purpose of this research; therefore, this methodology
was employed.
Population
Individuals in the larger group are described as the target population (Roberts &
Hyatt, 2019). Population can represent a large or small group and is selected depending
on the researcher’s interest (Patten & Newhart, 2018). In this study, the researcher is
interested in deaf and hard of hearing college graduates. Approximately 1.1% of
students served under the Individuals with Disabilities Education Act (IDEA) are
identified with a hearing loss (National Center for Education Statistics, 2019).
Unfortunately, when deaf and hard of hearing students transition to postsecondary
education, close to 70% of them drop out and do not attain a college degree (Nagle,
Newman, Shaver, & Marschark, 2015). According to Statista (2020) there are
19,075,000 students enrolled in public and private colleges in the United States. The
National Deaf Center (NDC) on Postsecondary Outcomes (2019) states there are 1.3%
deaf and hard of hearing students enrolled in colleges in the United States. Therefore, the
population for this study was the approximate 247, 975 deaf and hard of hearing students
enrolled in colleges in the United States.
Sampling Frame
Since it is impractical for an entire population to be studied, a process is needed
for narrowing the focus (Patten & Newhart, 2018). The sampling frame is a part of the
target population to which the researcher has access, and it assists in the process of
drawing a sample. Roberts and Hyatt (2019) assert that the quality of the procedures
used when selecting the sample is what lends credibility to the study. Since qualitative
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studies seek to understand a phenomenon, it is important to look closely at the
participants’ experiences and discover themes of meaning. Patton (2015) recommends
focusing on relatively small samples to gain a deeper understanding. McMillan &
Schumacher (2010) concur, stating, “The power and logic of qualitative sampling is that
a few cases studied in depth yield many insights about the topic” (p.326). The National
Deaf Center (NDC) on Postsecondary Outcomes (2019) estimates that 1.3% of enrolled
college students in 2015-2016 were considered deaf and hard of hearing. In addition,
NDC (2019) reports that 45.2% of deaf and hard of hearing enroll in two-year or less
public postsecondary institutions whereas only 19.8% enroll in four-year public
postsecondary institutions. The sampling frame for this study was narrowed to deaf and
hard of hearing college graduates who attained a four-year degree between 2017 and
2020 and are a resident in the state of California. Accordingly, there are approximately
5,000 deaf and hard of hearing students in California who have graduated from a fouryear college since 2017.
Sampling Process
Many insights about the topic can be garnered from a few deeply studied cases;
that is the power of qualitative sampling (McMillan & Schumacher, 2010). In this study,
the researcher utilized qualitative sampling methods based on criteria from the targeted
population. Information-rich participants provided descriptive, meaningful data, which
the researcher used to explain the research topic.
Nonprobability is the most common form of sampling in educational research
(McMillan & Schumacher, 2010). Nonprobability was chosen since the researcher’s
focus was on educational research. The strengths of the nonprobability sampling method

68

include that it is less costly and time-consuming, that it usually guarantees higher
participation rates, and the ease of its administration (McMillan & Schumacher, 2010).
Forms of nonprobability used in this study include purposeful sampling, snowball
sampling, and convenience sampling.
Purposeful Sampling
Purposive sampling is a form of nonprobability sampling and involves the
researcher choosing participants based on the knowledge each participant provides
(Patten & Newhart, 2018). Purposeful sampling was chosen for this study because the
researcher was interested in how the participants in the study perceived a certain
phenomenon. Participants for this study were chosen using a purposeful sampling
method by meeting the following criteria:
1. The participant is identified as a deaf and hard of hearing college graduate
who attained a four-year college degree between 2017 and 2020;
2. The participant is currently a resident in the state of California; and
3. The participant gave permission to participate in the study.
Snowball Sampling
Snowball sampling is used when participants for the study are not easily located
(Patten & Newhart, 2018). In this study, the researcher used snowball sampling because
the selected target population for the study was specifically delimited to a specific set of
researcher-designated criteria of deaf and hard of hearing college graduates who had
earned a four-year degree and are currently residents in California. Because deaf and hard
of hearing students represent about 1% of all students, this group of participants was not
easily discovered. The researcher started the identification process by contacting people
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who work with the deaf and hard of hearing population and asked for names and email
addresses of anyone they knew who would fit the study’s criteria. Next, the researcher
emailed parents of deaf and hard of hearing college graduates known by the researcher,
explained the study, and asked for their child’s email address. The researcher then
emailed all potential participants provided in this first phase of identifying initial college
graduates. The researcher created a chain of participants to be contacted to join the study
by asking the initial potential participants to suggest other participants who they thought
would be interested in joining the study. The participants provided email addresses of all
those they knew who would fit the criteria. Because the potential participant group is
small, the researcher was able to contact each participant by email using email addresses
provided through the snowball sampling process.
Convenience Sampling
Convenience sampling is widely used in qualitative research (McMillan &
Schumacher, 2010). This type of nonprobability sampling uses available participants
based on accessibility. The researcher for this study chose convenience sampling to
select subjects based on their status as deaf and hard of hearing college graduates who
were available to participate in the interview via the Zoom meeting online platform. The
college graduates were selected based on the convenience of accessibility.
Sample
Determining the sample size requires understanding the purpose and focus of the
study, data collection strategy, accessibility participants, redundancy, and submission of
the sample size for peer review (McMillan & Schumacher, 2010). After identifying the
population of interest, using the sample frame to identify the accessible target, and
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determining sampling through nonprobability purposeful sampling techniques, the
researcher chose the sample for the study. The sample selected consists of eight deaf and
hard of hearing college graduates who attained a four-year college degree between 2017
and 2020. McMillian and Schumacher (2010) states that a qualitative sample size can
range from one to 40 or more and that the rationale for the wide range of sample size
relates to the purpose of the study. Conversely, Patton (2015) states that in qualitative
research “the sample depends on what the researcher wants to know, the purpose of the
inquiry . . . and what can be done with the available time and resources” (p. 310).
Additional criteria included the geographic location of the state of California. Figure 6
represents the population, target population, and sample for this study.

Figure 6. Population, target population, and sample.
Instrumentation
Key instruments of a qualitative study include participant interviews, behavior
observations, and artifacts (Creswell, 2009). In this qualitative study, the researcher was
the key instrument of study and collected several types of data in the form of conducted
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interviews, observations, and artifacts. The researcher utilized semi-structured openended interview questions to gain a deeper understanding of the lived experiences of deaf
and hard of hearing individuals—specifically, those who were successful in attaining
their desired four-year college degree. The goal was to determine if any of Farrington’s
(2012) five noncognitive factors influenced their ability to successfully reach their goal of
completing a four-year college degree.
An Interview Protocol (Appendix B) was created with a set of scripted openended interview questions that aligned to the research questions and study framework.
An Alignment Table (Appendix C) was created by the researcher to ensure the
preliminary semi-structured interview protocol questions aligned with the central
research question, sub-questions, and chosen framework.
The researcher collaborated with an expert in qualitative research who provided
feedback to ensure proper alignment of research questions and common meaning from all
participants (Patton, 2015). Following Creswell’s (2009) research expertise, observations
of behavior during interviews were documented and a review of artifacts was conducted
verifying the participant’s attainment of a four-year college degree and residence in
California. Ultimately, the researcher made sense of all collected data by reviewing and
organizing all data sources to be analyzed. When demonstrating the reliability of this
study, the researcher used the literature review, which demonstrates that the topic was
extensively researched, in addition to scripted interviews, which aligned with the
information in the literature review. A Synthesis Matrix (Appendix A) was also used in
the research inquiry process to show reliability.
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Qualitative Interview Instrument
In this section, the predetermined Interview Protocol (Appendix B) used for the
phenomenological study is described by the researcher. McMillan & Schumacher (2010)
confirm that, when using a standardized open-interview format, the researcher reduces
interviewer flexibility by ensuring that all interview questions are asked in the same
manner. Furthermore, when using an interview protocol, all participants are informed of
the interview process in a consistent manner. The interview protocol was developed by
the researcher and included the participant’s name, and a brief explanation that the
researcher is a special education administrator for a school district serving as a
Coordinator of Special Programs. Likewise, the interview instrument informed the
participant of the researcher’s role as a doctoral candidate with the purpose and focus of
seeking to understand if certain noncognitive skills influenced the college readiness of
deaf and hard of hearing graduate participants. In addition, the interview protocol
included thanking the participant for agreeing to be a part of the study and informed
participants that the same questions would be asked of each person interviewed. Notably,
the interview instrument detailed confidentiality and anonymity through an open dialogue
discussing informed consent.
The primary purpose of qualitative interviews is to gather verbatim accounts of
participant perspectives during the interview process (McMillan & Schumacher, 2010).
Hence, the interview protocol reminded participants that all interviews would be recorded
to ensure accuracy. Furthermore, the researcher provided details on how the recording
would be transcribed and explained that the results would be sent to the participants to
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check for the accuracy of provided input. A clarification statement was included in the
interview protocol to allow participants to ask clarifying questions.
McMillan and Schumacher (2010) postulate that credible research design
importantly includes observing ethical research. In the researcher’s interview protocol,
the participant was reminded of the prior email sent including the Informed Consent and
Bill of Rights. Importantly, the participant was asked to sign the IRB requirements prior
to the start of the interview.
Finally, prior to starting the interview, the participant was reminded of the time
allotted for the interview. Patton (2015) proposes that the interviewer plays a large part
in the quality of information gained when interviewing participants. To gain deeper
understanding of participant perspectives, relevant open-ended questions, prompts and
clarifying probes are scripted. Phasing of questions was considered to mitigate bias. The
interview protocol concluded with a meaningful thank-you statement and description of
how the participant will receive the results of the research findings.
Researcher as Instrument of the Study
Creswell (2009) claims that qualitative researchers use protocols as data
collection instruments and that the individual collects data through interviews,
observations, and the examination of documents. For this study, the researcher is a key
instrument. The researcher collected data through interviews, observations during the
interview process, and documents provided by the participants. Bias, intentional or
otherwise, is always a concern when the researcher is the instrument of study and exists
both deliberately and unintentionally (McMillan & Schumacher, 2010). The researcher
works with deaf and hard of hearing students and in this study considered the potential
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for bias and was thoughtful in treatment, tone, prior experiences, and intent to prove or
disprove research results.
Validity and Reliability
Validity and reliability are used to test the consistency and accuracy of findings to
ensure research quality (Creswell, 2009). Validity is different from reliability in that
validity describes how rigorously the research instrument measures what it set out to
measure (Roberts & Hyatt, 2019). In contrast, “Reliability is the degree to which your
instrument consistently measures something” (Roberts & Hyatt, 2019, p. 149). For this
research study, both validity and reliability were intentionally considered when
measuring collected data. Additionally, the researcher collected data from multiple
sources for triangulation of data, including interviews, observations, and artifacts to
provide depth and information-rich results.
Establishing Validity
The researcher established validity to ensure the instrumentation accurately
measured each of Farrington’s (2012) noncognitive factors as they relate to participant
perceptions of their influence on their ability to successfully complete a four-year college
degree. Additional data included observations and artifacts. The researcher gathered
adequate data and utilized a checker to double check themes established in an NVivio
(Version 12) database.
Content validity. To obtain valid knowledge when conducting research, one
must use methods that are appropriate to gather adequate data for analysis in support of
findings (Creswell, 2009). In this study, data collection included the use of an interview
protocol that was distinctly aligned to the study’s purpose and research questions to
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ensure content validity. Content validity is described as a methodology that addresses
how well a content area or construct is measured as intended (Kimberlin & Winterstein,
2009). Therefore, scripted interview questions were carefully aligned to each of the five
noncognitive factors and how they influenced the participant’s ability to successfully
complete a four-year college degree.
Expert validity. Validating a measurement instrument largely consists of
“reducing error in the measurement process” (Kimberlin & Winterstein, 2009). To ensure
established external content validity of the interview protocol measurement instrument
used for the study, the researcher consulted with a panel of three experts in the field of
qualitative study for evaluation. Each expert has an earned Doctor of Education degree
and has experience serving as an administrator in the field of K-12 education. Moreover,
all three experts on the panel currently serve in varied capacities in a doctoral program
for a university.
The three experts evaluated each question in the interview protocol to ensure
coherence between the interview questions and the research questions. The panel made
recommendations, and the researcher revised the questions as needed. All revisions were
completed, and the researcher received final approval prior to use of the interview
protocol.
Reliability
It is essential that researchers understand the significance of rigor for quality
qualitative research, including being consistent and stable across responses (Creswell,
2009). In this study, the reliability of the interview protocol was established by the
researcher when conducting a field test of the interview questions to determine the degree
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to which the instrument measured the deaf and hard of hearing college graduates’
experiences. This process required the researcher to conduct an interview with a
nonparticipating deaf and hard of hearing four-year college graduate. Reliability was
maximized through feedback given by the principal participant. Accuracy was checked
and needed adjustments were made. The interview protocol was then grounded on the
assurance that the protocol measured what was expected.
Qualitative Field Testing
The strength of an interview protocol lies in using experts who provide feedback
on the developed protocol (Castillo-Montoya, 2016). Expert feedback, generally
gathered through field testing, is used to evaluate untested interview questions as they
link to the research questions and purpose statement and to ensure validity and reliability
(McMillan and Schumacher, 2010). In this study, the researcher recruited a deaf and
hard of hearing four-year college graduate as a participant in which to conduct a field test
of the interview protocol. The field test sought to assess the soundness of the preliminary
interview protocol and included the questions, prompts, and clarifying probes. The field
test also included the use of Zoom meeting as an online interview platform. An
American Sign Language interpreter was hired to interpret during the interview because
the participant requires one during online meetings. Additionally, the researcher
requested that a qualified expert observer with an earned Doctorate of Education degree,
to participate in the Zoom meeting interview by observing whether the research questions
were clear and whether enough detail and adequate answers were provided, and to
evaluate smoothness of sections, ease and length (Roberts & Hyatt, 2019).

77

A Zoom meeting invite, with invitation link, was sent to the participant, American
Sign Language interpreter, and expert observer. Data was collected through the
transcribed document that transcribed the interpreter’s voice as the participant signed her
responses in American Sign Language. Zoom meeting was chosen as the online platform
because the deaf participant can “Pin Video” in order to view the interpreter at all times
and closed captions, provided through a third-party application, can be turned on if
preferred. Importantly, Zoom meeting has a recording option to record individual
sessions and includes a searchable transcripts feature. The researcher considered it
important to employ all available technology and predetermined accessibility tools during
the field test for evaluation of the selected research approach.
Upon completion of the conducted field test, the observation expert evaluated the
interview results and provided recommendations. Additionally, the researcher asked for
input from the participant regarding her experience using a Qualitative Field-Test
Feedback Form (Appendix D) to document the participant’s responses. The researcher
considered all input and refined and adjusted before finalizing the interview protocol.
Data Collection
Qualitative data-collection procedures include four data types: interviews,
observations, artifacts, and audio-visual materials (Creswell, 2009). Some researchers
only use one source (Merriam & Tisdell, 2015); however, for this study, the researcher
collected multiple sources to triangulate data for deeper meaning. Therefore, the data
collected toward the understanding of the study population includes in-depth interviews,
observations, and artifacts, which are described in detail. Prior to data collection, the
researcher completed the Collaborative Institutional Training Initiative (CITI) Program
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Human Subjects Research course and was granted a certificate of completion (Appendix
E). In addition, the researcher applied and was granted approval from the Brandman
University IRB (BUIRB) (Appendix F).
Semi-Structured Interviews
Interview data option types include face-to-face, telephone, focus groups, and
internet options (Creswell, 2009). The researcher chose semi-structured interviews using
open-ended questions as a part of the data-collection process because interviews provide
time for interaction with participants and give opportunity for the researcher to observe
participant behavior. What’s more, semi-structured interviews provide opportunities for
the interviewer to probe for deeper meaning using the scripted interview questions
(Creswell, 2009). When conducting the interviews, the researcher was cognizant of best
practices, including establishing a comfortable rapport, being relaxed and natural,
demonstrating active listening, and being respectful and cordial (Berg & Lune, 2011).
The researcher contacted each participant by email and established a date and
time to conduct the interview. Purposefully selected sites are important to study results
(Creswell, 2009); therefore, the researcher carefully considered location site options for
the interviews to be conducted. The researcher selected Zoom meeting as the best option
for the interviews in order to maintain the COVID-19 physical distancing protocols in
place when the study was implemented.
Next, a confirmation email was sent to each participant. The email included
ethical considerations to include the Brandman University Institution Review Board
(BUIRB) Research Participant’s Bill of Rights (Appendix G) and the Informed Consent
(Appendix H). Each participant was required to return the signed informed form consent
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prior to the interview to ensure that ethical procedures were undertaken for the protection
of human subjects. When the signed consent form was collected, the researcher sent an
email confirming receipt of the signed form. A copy of the interview questions,
including definitions of each noncognitive factor was sent via email prior to the
scheduled interview.
When conducting the interviews, accessibility was at the forefront for ensuring
clear communication for the deaf and hard of hearing college graduate participants. Not
all deaf and hard of hearing study participants required an American Sign Language
(ASL) interpreter; however, when needed, a certified ASL interpreter was secured using a
professional interpreting agency. The secured ASL interpreter was sent a Zoom meeting
invitation link to join the interview. The researcher used the semi-structured interview
protocol with questions that related to the central research question for all interviews.
Furthermore, all interviews were recorded in Zoom and saved to the Zoom cloud. The
audio transcript was automatically generated after the meeting ended and saved in VTT
format, to be opened in a Word document when needed for data collection. Interview
themes were established by analyzing the data results of the transcribed interviews
submitted to NVivo database.
Observations
Patton (2015) claims that all interviews are observations and two-way interactions
where relationship occurs. All participants were informed before the interview
commenced that the Zoom meeting interview would be recorded, and that the researcher
would be taking field notes on an iPad using a template in GoodNotes to document
observational data. Observation notes are used in qualitative studies to capture
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information and unusual elements (Creswell, 2009). The researcher observed
participants’ reactions during each 60-minute interview and documented observed
nonverbal communication such as facial expressions, body language, and expression of
emotions. Tone of voice and patterns of verbal responses were also noted. Reflective
comments were documented upon completion of each interview. Observation themes
were established by analyzing the data results of the submitted observation notes via the
NVivio (Version 12) database.
Artifacts
Artifacts provide advantages when collecting data such as the convenience of
accessibility and time for the researcher (Creswell, 2009). In this study, the researcher
triangulated research data by adding a collection of artifacts. There is a technique to
mining data from artifacts (Merriam & Tisdell, 2015). In this study, the researcher mined
for artifacts from the study participants that demonstrated their experiences as a
successful college graduate. Artifacts included visual and physical documents provided
by the graduates, including a diploma, letters, notes, college transcripts, student files,
photographs, student papers, and videos. Artifact themes were established by analyzing
the data results of the submitted artifacts to NVivo (Version 12) database.
Qualitative Data Analysis
The researcher in this study used a qualitative method and gathered information
through multiple sources in the forms of in-depth interviews, observations, and artifacts.
Data analysis includes transcribed interview transcripts, observation themes revealed
from researcher field notes, and artifact themes. The findings of the study will be used
for further investigation and to draw conclusions.
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Understanding is built through qualitative data and results (Creswell, 2009). In
this study, raw interview data was gathered by means of recorded Zoom meeting
interviews, which were transcribed using the Zoom meeting searchable transcript feature.
Also, field notes from documented observations of study participants were gathered from
the stored location of the researcher’s iPad via its GoodNotes app. Additionally, artifacts
were stored in a Google Drive folder and included images of requested artifacts and
emailed documents from study participants. All qualitative collected data were coded for
themes. The researcher secured the assistance of a research expert with an earned
Doctorate of Education degree to support the process of coding to ensure reliability.
Following Creswell’s (2009) steps for analyzing qualitative research, the researcher and
expert organized data by dividing text into information sections, read through all data,
coded the data by labeling categories with codes, used the codes to narrow down themes
by description, analyzed descriptions to ensure that they conveyed meaning, and
interpreted the qualitative data using frequency tables to identify main themes.
In this section, overall reliability procedures are listed to demonstrate the
researcher’s care in establishing a high level of reliability to provide understanding of
data and results of the study.
1. The researcher organized coded themes from interview transcripts in support of
the five noncognitive factors: academic behaviors, academic perseverance,
academic mindsets, learning strategies, and social skills.
2. NVivo (version 12) qualitative data software was utilized to organize and store
the imported data to uncover richer insights, and to provide a deeper analysis of
collected interviews, observations, and artifacts.
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3. Identified themes and patterns were created in NVivo (version 12) in order to
present comprehensive findings.
Limitations
Limitations occur in research studies and should be acknowledged in order to
provide transparency to the study. Three limitations are identified in this study: sample
size, geographic location, and the researcher as an instrument of the study. The following
segments in this section describe these limitations in detail.
Sample Size
The sample size was limited to eight deaf and hard of hearing college graduates
who had each earned a four-year degree and are currently residents in California. The
researcher concluded a generalization of members could be made within the same
population based on the limited number of deaf and hard of hearing college graduates
who met the predetermined set of criteria.
Geographical Location
This study examined eight deaf and hard of hearing college graduates who are
currently residents in the state of California. The researcher’s ability to conduct inperson interviews caused limitations that included time, proximity to the researcher’s
geographic location in Northern California, and physical distancing protocols put into
place during the COVID-19 pandemic. Thus, the Zoom meeting online platform replaced
in-person interviews.
Researcher as Instrument
Patton (2015) claims that the challenge of analyzing a qualitative study is making
sense of all collected data. In addition, Patton (2015) reports that there is no perfect way
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to replicate the thought process of the researcher and there are no straightforward tests
that can be applied to ensure validity and reliability. In this study, based on Patton’s
views, the researcher as the instrument causes limitations; however, the semi-structured
scripted interview protocol was utilized to lessen the impact of researcher error.
Subjectivity is not the intent of qualitative research (Merriam & Tisdell, 2015); however,
it is noted that the possibility of unintentional experimenter bias and personal
assumptions may have occurred.
Summary
This phenomenological research study focused on the lived experiences of deaf
and hard of hearing college graduates as they described their perception of how the
noncognitive factors of academic behaviors, academic perseverance, academic mindsets,
learning strategies, and social skills influenced their ability to successfully attain their
four-year college degrees. This chapter concentrated on providing a summary of
methodology, including design rationale, population, study sample, instrument and data
collection. The chapter concluded with postulated limitations that affected the study
results. Chapter IV provides an analysis of the collected data and presents key findings
from the research. Chapter V delivers a summary of the major and unexpected findings
and presents conclusions drawn from those findings. Implications for decision-making
and further actions are based on the findings, and recommendations for further research
are proposed.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This qualitative phenomenological study described how deaf and hard of hearing
college graduates perceived the influence of Farrington’s (2012) five noncognitive factors
on their ability to successfully complete a four-year college degree. For this study, the
researcher chose the Noncognitive Framework created by Farrington et al. (2012), which
includes five noncognitive factors of academic behaviors, academic perseverance,
academic mindsets, learning strategies, and social skills. Chapter IV provides a summary
of the purpose statement, research questions, research methods and data-collection
procedures, population, sample, and demographic data of the deaf and hard of hearing
college graduates who participated in this study. Also included is a summary of the
presentation and data analysis and a section on each research question that includes the
voice of the participants and summary of findings. Chapter IV concludes with an overall
summary of the key findings for the study.
Purpose Statement
The purpose of this phenomenological study was to explore and describe how
deaf and hard of hearing college graduates perceive the extent to which Farrington’s
(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree.
Research Question
The central research question and sub-questions in this study were designed to
focus on the five noncognitive factors and their perceived influence on the study
population. The questions are as follows:
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Central Question
What are the lived experiences of deaf and hard of hearing college graduates and
the influence of Farrington’s (2012) five noncognitive factors of academic behaviors,
academic perseverance, academic mindsets, learning strategies, and social skills on their
ability to successfully complete a four-year college degree?
Sub Questions
1. How do deaf and hard of hearing college graduates perceive the influence of
academic behaviors on their ability to successfully complete a four-year college
degree?
2. How do deaf and hard of hearing college graduates perceive the influence of
academic perseverance on their ability to successfully complete a four-year
college degree?
3. How do deaf and hard of hearing college graduates perceive the influence of
academic mindsets on their ability to successfully complete a four-year college
degree?
4. How do deaf and hard of hearing college graduates perceive the influence of
learning strategies on their ability to successfully complete a four-year college
degree?
5. How do deaf and hard of hearing college graduates perceive the influence of
social skills on their ability to successfully complete a four-year college degree?
Research Methods and Data Collection Procedures
A qualitative method of research gives voice to participants (Patten & Newhart,
2018) and is descriptive in nature (Creswell, 2009). Additionally, qualitative research
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understands participant perspectives, gives attention to the participant’s meaning through
expressed events and actions, and focuses on how things occur (McMillan &
Schumacher, 2010; Creswell, 2009). This qualitative phenomenological study described
how deaf and hard of hearing college graduates perceived the influence of Farrington’s
(2012) five noncognitive factors (academic behaviors, academic perseverance, academic
mindsets, learning strategies, and social skills) on their ability to successfully complete a
four-year college degree.
When giving voice to the identified participants for this study, two types of indepth interviews were conducted based on the preference of the eight deaf and hard of
hearing college graduate interviewees. The researcher selected Zoom meetings as the
best option for the interviews in order to maintain the COVID-19 physical distancing
protocols in place when the study was implemented. Five of the eight interviewees
participated in the first type of interview conducted, which was a virtual face-to face
Zoom interview. Each virtual face-to-face interview was conducted with or without a
certified American Sign Language (ASL) interpreter, depending upon participant
preference. Four of the five virtual face-to face Zoom participants requested an ASL
interpreter. Of the four participants who requested an ASL interpreter, three used sign
language while verbally expressing answers. Although the interviewer can use ASL as a
mode of communication, all spoken English expressed by the interviewer was translated
into ASL by the certified interpreter. One of the four participants who requested an ASL
interpreter communicated only in ASL, and therefore the certified ASL interpreter
verbalized all of this participant’s communication in spoken English. One of the five
interviewees who participated in a virtual face-to-face interview expressed that he did not
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want to use an ASL interpreter; rather, he asked that the interviewer use ASL
simultaneously while verbalizing all communication and requested closed captioning.
This participant used sign language while verbally expressing his answers.
The second type of interview conducted was established at the request of three of
the eight participants. Their desire was to be permitted to provide their answers through
written responses. For this type of interview, the researcher provided the participant with
the same interview protocol as was used in the virtual face-to-face interviews. Therefore,
all participants were informed of the interview process and provided the same scripted
interview questions in a consistent manner. Upon completion, each participant submitted
their answers, correlated with the questions in the interview protocol, via a Word
document. All qualitative data were stored in a secure Google Drive by the researcher.
In addition to interview protocols, qualitative researchers use data-collection
instruments such as observations and the examination of documents (Creswell, 2009).
For this study, the researcher collected data through observations during the interview
process and artifacts of written documents to triangulate data for deeper meaning. Bias
exists, both deliberately and unintentionally, when the researcher is an instrument of
study (McMillan & Schumacher, 2010). The researcher in this study is a key instrument
of study and bias, intentional or otherwise, was a concern when collecting data.
Data Collection and Participants
Safeguarding ethical measures is a priority when conducting research (McMillan
& Schumacher). Data was collected in such a manner as to ensure that the researcher
followed confidentiality measures and ethical guidelines. Prior to data collection, the
researcher completed the Collaborative Institutional Training Initiative (CITI) Program
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Human Subjects Research course and was granted a certificate of completion (Appendix
E). Furthermore, the researcher applied for and was granted approval of the Research
Protocol by the Brandman University Institutional Review Board (BUIRB) (Appendix F).
After gaining approval from BUIRB, the researcher contacted potential
participants who met the criteria outlined in the study sample. The researcher used the
snowball technique to gather additional potential participants. Initially, over 20 potential
participants or individuals who work with or know deaf and hard of hearing college
graduates were contacted. Nine participants agreed to participate; however, one rescinded
their participation due to lack of available time, leaving the researcher with eight
qualified participants.
Interview, Observation, and Artifact Data Collection
Qualitative data were collected through in-depth interviews, nonverbal
communication observations, and written artifacts. Understanding is built through
qualitative data and results (Creswell, 2009); therefore, the researcher was mindful when
documenting each type of data collected to ensure accuracy of understanding. When
conducting in-depth interviews, five sub-questions with three probing questions, each
totaling 15 semi-structured open-ended questions, were scripted and created in an
interview protocol (Appendix B) to be used consistently throughout all interviews. The
researcher conducted a field test utilizing a deaf and hard of hearing colleague who met
all of the criteria for the study except for the graduation date. The five virtual face-toface Zoom interviews lasted approximately 50-60 minutes each. The Zoom interviews
were recorded, with prior approval from all participants, and were later transcribed
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automatically through the built-in transcription feature. The three written responses from
participants were sent as an attached Word document in an email to the researcher.
Observations were collected using an iPad application called GoodNotes during
the five virtual face-to-face Zoom interviews. Observation data was organized into four
observed nonverbal communication areas to include facial expressions and eye contact,
body language and posture, gestures, and emphasis and expression of tone of voice.
Reflective documentation was recorded. Observation data was not collected for the three
participants who chose to provide written responses. Moreover, artifact data was
collected from all eight participants. Written documentation provided by each of the
eight graduates included the year they graduated with a four-year college degree, their
major or double major, and that they are residents in California. Collected artifact data
totaled 24. All collected data was stored in a secure Google Drive.
Population
Individuals in the larger group are described as the target population (Roberts &
Hyatt, 2019). The population for this study consists of deaf and hard of hearing college
graduates. Approximately 1.1% of students served under the Individuals with
Disabilities Education Act (IDEA) are identified with a hearing loss (National Center for
Education Statistics, 2019). According to Statista (2020), there are 19,075,000 students
enrolled in public and private colleges in the United States. The National Deaf Center
(NDC) on Postsecondary Outcomes (2019) states that 1.3% of those students are deaf and
hard of hearing students enrolled in colleges in the United States. Therefore, the
population for this study was the approximate 247, 975 deaf and hard of hearing students
enrolled in colleges in the United States.
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Sample
The sample are participants to be studied that have been narrowed from a larger
population based on what the researcher wants to know and the purpose of the study
(McMillan & Schumacher, 2010; Patton, 2015). Since it is impractical for an entire
population to be studied, a sampling frame was used to assist in the process of drawing a
sample or smaller participant group. Nonprobability is considered the most common
form of sampling in educational research (McMillan & Schumacher, 2010). The
researcher utilized the nonprobability sampling method because of the strength of
typically guaranteeing higher participation rates and ease of administration. Specifically,
purposeful sampling, snowball sampling, and convenience sampling were employed to
identify participants for the study. Snowball sampling is used when participants for the
study are not easily located (Patten & Newhart, 2018). Since the deaf and hard of hearing
college graduate population is relatively small, snowballing proved to be a very effective
method when locating participants for this study. For example, the researcher
documented all initial contacts, including direct contacts and those who work with or
know deaf and hard of hearing college graduates. Only two of the eight participants
came from the researcher’s direct contacts. The other six participants came from the
snowball process of a contact suggesting another deaf and hard of hearing college
graduate who may meet the criteria.
The relatively small sample selected for this study includes eight deaf and hard of
hearing college graduates who attained a four-year college degree between 2017 and
2020 and are residents in California.
All selected participants met all of the following three criteria:
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1. The participant is identified as a deaf and hard of hearing college graduate
who attained a four-year college degree between 2017 and 2020;
2. The participant is currently a resident in California; and
3. The participant gave permission to participate in the study.
Table 1 shows the analysis of participants who met the established set of criteria.
Table 1
Deaf and Hard of Hearing College Graduate Participant Criteria
Participant
The participant is identified as a deaf and hard of
hearing college graduate who attained a four-year
college degree between 2017 and 2020.
The participant is currently a resident of California.
The participant gave permission to participate in the
study.

1

2

3

4

5

6

7

8

ü ü ü ü ü ü ü ü
ü ü ü ü ü ü ü ü
ü ü ü ü ü ü ü ü

Demographic Data
Eight deaf and hard of hearing college graduates who earned their four-year
college degree between 2017 and 2020 and are currently a resident in California were
selected to participate in the study. For confidentiality purposes, participants were
assigned a number based on when their interview occurred or when they submitted their
written response in the interview process. Demographic data were reported without
references to any participating individual. Of the eight deaf and hard of hearing college
graduate participants, four were female and four were male. Four graduated in 2017, one
graduated in 2018, and three graduated in 2019. Currently, four of the eight participants
are in a master’s degree program. Table 2 represents the demographics of the deaf and
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hard of hearing college graduates who participated in the study and include the degree
they earned.
Table 2
Demographic Information of Participants
Participant

Gender

Degree earned

M

Year
graduated
2017

1
2

F

2017

3

M

2017

Double Major: Deaf
Studies &
American Sign Language
Deaf Studies

4

F

2019

5

M

2019

6

F

2019

Nursing

7

F

2018

Psychology

8

M

2017

Double Major:
Mathematics &
Philosophy

Currently enrolled in a
master’s program

Social Work

Early Childhood
Development
Double Major: History &
Political Science

ü

ü
ü

ü

Presentation and Data Analysis
A qualitative method guided this phenomenological study in which the researcher
gathered information through multiple sources. Multiple sources included in-depth openended scripted interviews (virtual face-to-face and written responses), nonverbal
communication observations, and written artifacts. Data analysis included transcribed
interviews, observations revealed from virtual face-to-face interview field notes, and
artifacts in the form of written documents. All qualitative data collected were coded for
themes. Themes emerged from numerous examples of lived experiences provided in
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each interview and aligned to the central question of how deaf and hard of hearing
college graduates perceive the extent to which Farrington’s (2012) five noncognitive
factors influenced their ability to successfully complete a four-year college degree.
Validity and Reliability
Validity was intentional during the data-collection process. The researcher
worked with an expert in the field of qualitative data collection and in the use of NVivo
to ensure that all coded themes were presented with accuracy. Reliability was wellthought-out in the research process and included triangulation of multiple sources. To
ensure consistency across all in-depth interviews, the researcher created an interview
protocol and obtained an expert in the field of qualitative study for feedback to ensure the
questions aligned to the intent of the study. The researcher also conducted a field test and
made adjustments based on the feedback from the participant. Observations were
collected consistently throughout the interviews. Artifact data was collected through
emails sent by the participants. Intercoder reliability was established through the
participation of a peer researcher who analyzed 10% of the coding from the interview
transcripts documented in NVivo. Results from the peer researcher indicated an
agreement with the researcher’s coded themes at a coefficient level of 90%.
Data by Research Question
The presentation and analysis of data is organized by the research questions used
in the study. The central question, “What are the lived experiences of deaf and hard of
hearing college graduates and the influence of Farrington’s (2012) five noncognitive
factors of academic behaviors, academic perseverance, academic mindsets, learning
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strategies, and social skills on their ability to successfully complete a four-year college
degree?” was addressed specifically through each sub-question.
Sub-Questions
1. How do deaf and hard of hearing college graduates perceive the influence of
academic behaviors on their ability to successfully complete a four-year college
degree?
2. How do deaf and hard of hearing college graduates perceive the influence of
academic perseverance on their ability to successfully complete a four-year
college degree?
3. How do deaf and hard of hearing college graduates perceive the influence of
academic mindsets on their ability to successfully complete a four-year college
degree?
4. How do deaf and hard of hearing college graduates perceive the influence of
learning strategies on their ability to successfully complete a four-year college
degree?
5. How do deaf and hard of hearing college graduates perceive the influence of
social skills on their ability to successfully complete a four-year college degree?
The coding process resulted in five themes as the researcher explored an
understanding of the respondent’s perceptions of each posed question. From interactions
between the respondent and interviewer, the extensive coding process resulted in 350
interview transcript frequencies, 28 observation frequencies, and 1 artifact data frequency
source. Themes and frequencies were distributed across the five study variables relating
to academic behaviors, academic perseverance, academic mindsets, learning strategies,
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and social skills. Figure 7 shows the distribution of each theme among the five
noncognitive factors studied. Figure 8 illustrates the frequency count and percentage for
each variable.
Emerging themes were determined first as those referenced by a minimum of 80%
or more of all participants. When participant reference criteria were met, the researcher
determined an emerging theme to also include the criterion that the referenced themes
represented a minimum of 20% or more of all data coded within each theme. Coded data
not included in the study either did not meet the 80% participant criteria or met the 80%
participant criteria but did not meet the 20% or more of all data coded within the theme.
From this narrowed focus, the researcher was able to use the most frequently referenced
codes within themes for the study.
Themes and Frequencies
2 Themes
17%

3 Themes
25%

2 Themes
19%

Academic
Behaviors
Academic
Perseverance
Academic
Mindsets

3 Themes
16%

2 Themes
23%

Learning
Strategies
Social Skills

Figure 7. Number of themes that emerged in each noncognitive factor.
The above graph indicates that three themes emerged in each of the noncognitive
factors of Academic Behaviors and Academic Mindsets. Likewise, two themes emerged
in each of the noncognitive factors of Academic Perseverance, Learning Strategies, and
Social Skills. Figure 8 shows a hierarchy of total frequencies demonstrated in the
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H i e r a r c h y O f To t a l F r e q u e n c i e s
In Each Noncognitive Factor
Social Skills

Academic Mindsets

57

58

65

81

Academic Perseverance Learning Strategies

89

Academic Behaviors

1

following graph.
Figure 8. Total number of frequencies in each noncognitive factor.
The highest-frequency noncognitive factor studied is Academic Behaviors, with
89 references or 25.4% of the total of references made. The second-highest-frequency
factor is Academic Perseverance, with 81 references or 23.1% of the total of references
made. The next highest frequency represented from all the noncognitive factors studied
is the factor of Learning Strategies, with 65 references or 18.6% of the total of references
made. The fourth highest frequency represented from all the noncognitive factors studied
emerged is the factor of Social Skills, with 58 references or 16.6% of the total of
references made. Finally, not far behind Social Skills with the lowest frequency
represented from all the noncognitive factors studied is the factor of Academic Mindsets,
with 57 references or 16.3% of the total of references made.
For organization and ease of reference, emerging themes are embedded within
each research question and theme according to the central research question and subquestions, which concentrated on deaf and hard of hearing college graduates’ perceptions
of how Farrington et al.’s (2012), noncognitive factors influenced their ability to
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successfully complete a four-year college degree. A detailed analysis of the qualitative
in-depth interview data is outlined in the following sections.
Academic Behaviors: Research Question 1 Theme Results
How do deaf and hard of hearing college graduates perceive the influence of
academic behaviors on their ability to successfully complete a four-year college degree?
Themes in this section are prioritized according to the number of participants who
referenced the theme, followed by the number of references made within the factor. For
this study, academic behaviors were defined as measurable and observable behaviors that
are associated with being a “good student” (Farrington et al., 2012). Common academic
behaviors include going to class regularly, completing homework, organizing materials,
being prepared, staying on task, paying attention, participating in class, and studying.
General information includes that 100% of participants provided examples of how
academic behaviors helped them to be successful in attaining their four-year college
degree. In addition, six of the eight (75%) participants indicated that they learned about
the importance of academic behaviors and how to use them before they went to college.
Table 3 and Figure 10 represent themes and frequencies that emerged in the theme of
Academic Behaviors from an analysis of coded interview transcript themes, observations,
and artifacts using NVivo. Common themes of perceived academic behaviors that helped
the deaf and hard of hearing college graduates succeed emerged and are established in
Table 3 below. Data collected from the study sources show that the deaf and hard of
hearing college graduate participants perceive that being motivated in college, using
organizational strategies, and engaging in their learning experience helped them to
succeed in attaining their four-year college degree.
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Table 3
Academic Behaviors Themes
%
Number of based Interview Observation Artifact
Theme/pattern respondents on N sources
sources
Sources
Being
motivated in
8
100
28
3
0
college

Frequency
of
reference
31

Using
organizational
strategies

8

100

27

2

0

29

Engaging in
my learning
experience

7

80

18

0

0

18

Note. The N for interview participants = 8.
The above graph represents three themes that emerged from the data-coding
process for academic behaviors. Emerging themes were determined first by being
referenced by a minimum of 80% of all respondents. The three themes that emerged in
this noncognitive factor are being motivated in college, using organizational strategies
and engaging in one’s learning experience.
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18

27

28

A c a d e m i c B e h a v i o r s F re q u e n c i e s

B e i n g m o t i v a t e d i n U s i n g o rg a n i z a t i o n a l
Engaging in my
college
strategies
learning experience
Figure 9. Themes and frequencies for academic behaviors.
The above graph shows the emerged themes and how many times they were
referenced by respondents. Themes that emerged accounted for 73 of the total 89
academic behavior interview references made by deaf and hard of hearing college
graduates and accounted for 82% of all coded data. The three themes that emerged
represented a frequency rate of 20.2% or more based on respondents. When analyzing
the collected data, findings show that the deaf and hard of hearing participants perceived
that the noncognitive factor of academic behavior helped them to be successful in
attaining a four-year college degree. The following sections describe each identified
academic behavior theme and give voice and insight to the perceptions of the deaf and
hard of hearing study participants.
Being motivated in college. This theme was the most frequently referenced in
the noncognitive factor of academic behaviors. The theme was referenced by 100% of
respondents with a total of 31 frequencies within the overall theme. A common theme
shows that the respondents perceived that being motivated in college helped them to be
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successful in attaining their college degree. The lived experiences of the perceived
benefits of this theme come from the stories told by the deaf and hard of hearing college
graduates during their interviews with the researcher. Participant 1 shared that he was
very motivated when in college and stated, “I knew that it was going to take a lot of
work” and would “take up a lot of my time” when he went to college. He said he told
himself, “Yeah, you can do it,” and shared how he prepared to be successful. He stated
that he would set up a “game plan” because he knew that English was his biggest struggle
as “ASL is my first language” and “ASL and English grammar are different”. He said he
would practice writing his papers in English and would go to tutoring to get help. He
stated that he would go to tutoring and think, “I hope they teach me how to properly
write” and he would take advantage of their support.
Participant 3 shared his story that when he was in high school, he found it easy to
pass his classes because he was motivated by his parents and looked at learning as
something to memorize and not of high value. When he went to college, he was more on
his own and realized that he did not have the same type of support, and he eventually quit
college and decided to spend some time being a “free spirit” by working odd jobs and
participating in “real world” and “freelancing” experiences like being a snowboard
instructor. He said, “I was nearing the age of the end of my twenties and was like, I can’t
delay my academics” and eventually attended a local community college. He said he
determined to challenge himself to understand his own strengths and stated, “So I really
had to work out and figure out things on my own to get to where I want it to be”.
Regarding attending and completing college, he shared that he wanted to do well and
challenged himself to learn to understand. He stated he would say to himself, “Just do it”
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and added, “So that was my slogan, I would say: Just do it.” He used his slogan while he
was in his undergraduate program and is currently in a master’s program to be a deaf and
hard of hearing educator.
Using organizational strategies. This theme was the second highest referenced
in the noncognitive factor of academic behaviors. The theme was referenced by 100% of
respondents with a total of 29 frequencies within the overall theme. This theme, common
in all the interviews, shows that the deaf and hard of hearing college graduate participants
perceived that using organizational strategies helped them to be successful in attaining
their college degrees. Rich descriptions of how the respondents perceived the benefits of
this theme arose from the conversation between the deaf and hearing college graduates
and the researcher during their interviews or through written responses. Participant 7
shared that when she went to college, she eventually became very active in several clubs
and activities, including plays, “volunteering at NCOD: Deaf and Hoh Services”, and
other opportunities. She stated, “Finding time for studying and coursework was
extremely challenging”, and said that she realized she needed to organize her time so that
she did not fall behind in her studies. She stated, “Since I was juggling so many different
things, I had to organize a schedule to balance my time”. In addition, she shared that
organization was a crucial key for her to be a “good student”. She added that she is
grateful that she learned how to balance her time and learned organization skills when she
was in high school.
Participant 8 said that, when earning his college degree, he realized, “The most
important skill is prioritizing what is important and urgent”. He shared that college was a
busy time for him and gave examples of his day being “packed with classes” and filled
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with extracurricular activities and meetings. He shared that he would make priorities for
every day and would determine what was urgent. For example, if he knew he had a test,
he would study for it rather than participating in social activities because he knew the
importance and urgency of his exam. Additionally, he shared that he understood that it is
important to remember to organize time to be able to complete assignments.
Engaging in my learning experience. This theme was the least frequently
referenced in the noncognitive factor of academic behaviors. Nevertheless, the theme
was referenced by 80% of respondents with a total of 18 frequencies. Although this
theme was the least referenced among the themes that emerged in academic behaviors,
the shared insights from in-depth interviews with the deaf and hard of hearing college
graduate participants show their perception that being motivated in college helped them
to be successful in attaining their college degrees. Participant 2 shared that she believed
it was important to be engaged in her learning experience when in college. She said that
when she went to college, she felt unsure at first and would go to class early to get a seat
toward the front of class. She said she would raise her hand and would follow the
instructions given in class. Also, she talked of the importance of sitting down with the
teacher or emailing the professor to discuss any questions or concerns. She shared that
sometimes there were language barriers because she spoke American Sign Language and
she would need to ask clarifying questions to make sure she understood the professor’s
lecture, which was in English. She stated, “It was really important to me to set up office
time to sit face-to-face with the professor to make sure that I was always caught up.”
Participant 6 talked about the importance of paying attention in class. She stated,
“It is important to be active in class and to pay attention”. She went on to share an
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experience when she took a high-level academic class and she really struggled with
understanding the concepts. She said that she went to tutoring because, “I did not want to
get far behind.” She also mentioned that she hardly ever skipped a class and said, “I
knew I needed to go to class”. In addition, she shared that she always did her homework
and used a planner to help her stay organized and prepared. She shared that she learned a
lot of these skills when she was in high school.
Academic Perseverance: Research Question 2 Theme Results
How do deaf and hard of hearing college graduates perceive the influence of
academic perseverance on their ability to successfully complete a four-year college
degree?
Themes in this section are prioritized by the number of references made. For this
study, academic mindsets are defined as the beliefs and attitudes students have in relation
to the ability to perform tasks—in other words, self-efficacy (Farrington et al., 2012).
Academic mindsets include sense of belonging, trust that one can grow with self-effort,
confidence that one will succeed with effort, and belief that the academic task has value
(Dweck, Walton, Cohen & Gates, 2014; Bandura, 1986).
It is worth noting that 100% of participants stated that academic perseverance
helped them to be successful in attaining their four-year college degree. Moreover, six of
the eight (75%) participants indicated that they learned about the importance of academic
perseverance before they went to college. Table 4 and Figure 11 represent themes and
frequencies that emerged in the theme of Academic Perseverance from an analysis of
coded interview transcript themes, observations, and artifacts using NVivo. Common
themes of perceived academic perseverance that helped the deaf and hard of hearing
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college students succeed are established in Table 4 below. Data collected from the study
sources show that the deaf and hard of hearing college graduate participants perceive that
being intrinsically motivated and being persistent and not giving up helped them to be
successful in attaining their four-year college degrees.
Table 4
Academic Perseverance Themes
%
Number of based Interview Observation Artifact
Theme/pattern respondents on N sources
sources
Sources
Being
intrinsically
8
100
48
4
0
motivated
Being
persistent and
not giving up

7

80

19

2

Frequency
of
reference

0

52

21

Note. The N for interview participants = 8.
The above graph represents that two themes emerged from the data-coding process
for academic perseverance. Emerging themes were determined first by being referenced
by a minimum of 80% of all respondents. The two themes that emerged in this
noncognitive factors are being intrinsically motivated and being persistent and not
giving up.
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Academic Perseverance Frequencies

Being intrinsically motivated Being persistent and not giving
up
Figure 10. Themes and frequencies for academic perseverance.
The above graph shows the emerged themes and how many times they were
referenced by respondents. These themes were referenced 67 of the total 81 academic
perseverance interview references made by deaf and hard of hearing college graduates
and accounted for 82.7% of all coded data. The two themes that emerged represented a
frequency rate of 23.5% or more based on respondents. When analyzing the collected
data, findings show that the deaf and hard of hearing participants perceived that the
noncognitive factor of academic perseverance helped them to be successful in attaining a
four-year college degree. The following sections describe each identified academic
perseverance theme and give voice to the perceptions of the deaf and hard of hearing
study participants.
Being intrinsically motivated. This theme was the most frequently referenced in
the noncognitive factor of academic perseverance. The theme was referenced by 100%
of respondents with a total of 52 frequencies within the overall theme. This theme,
common in all the interviews, shows that the deaf and hard of hearing college graduate
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participants perceived that being intrinsically motivated helped them to be successful in
attaining their college degrees. It was important to the researcher to capture rich
descriptions of how the respondents perceived the benefits of this theme. Participant 4
shared, “I faced a lot of barriers in college”. She granted permission to share in this study
that her mom died her first year of college. She said that she was struggling the first year
of college, but said, “I knew my mom would want me to finish college. That helped me.”
She then said that she knew that she wanted to earn her degree and she set a goal to finish
college. She also shared that during her freshman year of college, she struggled to
prioritize studying, was not interested in her lower-level classes, and had a hard time
paying attention. She said she was put on vocational rehabilitation probation because of
her low grades and that is when she determined that she was going to change her
priorities and reach her goal of graduating with her early childhood development degree.
She added that she learned about the importance of being intrinsically motivated when
she was in mainstream classes when she was in middle and high school.
Participant 5 talked about different skills he applied while he was in college that
demonstrated his internal motivation to succeed. He stated, “I am Deaf that knows ASL,
with a Cochlear Implant [CI], and I heavily relied on my CI to get through the world.”
He shared that he is “prone to distractions” and had to figure out what would help him to
stay focused. He went on to share that when he does his homework or when he takes a
test in the classroom, “I always turn off my Cochlear Implant, and place it on the
table/desk that is next to me. That helps me focus on my work, and mentally establish
goals.” He also discussed the importance of setting goals for himself and shared how it
was important for him to, “Establish goals for me to succeed in my tasks.”
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Being persistent and not giving up. This theme was the second highest
referenced in the noncognitive factor of academic perseverance. The theme was
referenced by 80% of respondents with a total of 21 frequencies within the overall theme.
A common theme shows that the deaf and hard of hearing college graduate participants
perceived that being persistent and not giving up helped them to be successful in attaining
their college degree. The lived experiences were shared and insights were gained through
responses of the participants. Participant 2 shared several examples of the importance of
not giving up and of persevering. She said that prior to attending college, she attended a
school for the deaf where there was a lot of support provided specifically for deaf and
hard of hearing students. She shared that when she went to college, she found that the
same support was not available, and she really struggled with social interactions and
communication barriers to which she was not accustomed. She said she realized college
was different than when she was at the school for the deaf and knew that she was a deaf
student with hearing students and hearing teachers. She shared about how she persisted
through these new and “tough” experiences and stated, “I remember just having to be
positive and remain optimistic, you don't give up and just kind of figure out how to keep
continuing on.” During these times, she shared that she knew she had to stay positive and
to “to persevere and be persistent through that.” She shared that she learned the
importance of persistence and not giving up from her parents and from friends who
graduated before her.
Participant 6 shared that when it comes to goal-setting and wanting to achieve
something, she has always been “stubborn”. The researcher was granted permission to
share that she talked about her struggles with depression and anxiety when she was in
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college. When following up for permission to use her story in the study, the participant
stated, “It is important to be transparent about mental health so it can be less
stigmatized”. She added that deaf and hard of hearing individuals are “much more likely
to deal with mental illness so it's good to talk about!” While sharing her struggles, she
said there were times when it was “hard to not give up”. However, she stated, “Due to
my internal perseverance”, she was able to face her challenges and finish her degree.
“Not letting my mental illness or deafness stop me” was important in doing things she
wanted, and despite her challenges, she feels accomplished in reaching her goals.
Academic Mindsets: Research Question 3 Them Results
How do deaf and hard of hearing college graduates perceive the influence of
academic mindsets on their ability to successfully complete a four-year college degree?
Themes in this section are prioritized by the highest number of references made.
For this study, academic perseverance is defined as a student’s ability to complete
challenging academic tasks, including self-control, persistence, tenacity, delayed
gratification, self-discipline, and the ability to focus on goals (Farrington et al., 2012).
“Grit” is commonly related to perseverance and includes behaviors such as not giving up
easily, staying focused on long-term goals, and working hard to meet goals, ignoring
distractions and delaying gratification (Von Culin, Tsukayama, & Duckworth, 2014).
General information includes that 100% of participants stated that academic
mindsets helped them to be successful in attaining their four-year college degree. In
addition, five of eight participants (63%) indicated that they learned about the importance
of academic mindsets before they went to college. Table 5 and Figure 12 represent
themes and frequencies that emerged in the theme of academic mindsets from an analysis
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of coded interview transcript themes, observations, and artifacts using NVivo. Common
themes of perceived academic mindsets that helped the deaf and hard of hearing college
graduates be successful emerged and are established in Table 5 below. Data collected
from the study sources show that the deaf and hard of hearing college graduate
participants perceive that having confidence that they would succeed with effort,
believing academic tasks had value, and believing that they could grow with self-effort
helped them to be successful in attaining their four-year college degrees.
Table 5
Academic Mindsets Themes
%
Number of based Interview Observation Artifact
Theme/pattern respondents on N sources
sources
Sources
Having
confidence
that I would
7
80
32
4
1
succeed with
effort

Frequency
of
reference
37

Believing
academic
tasks had
value

7

80

13

0

0

13

Believing that
I grow with
self-effort

7

80

12

1

0

13

Note. The N for interview participants = 8.
The above graph represents that three themes emerged from the data-coding
process for academic mindsets. Emerging themes were determined first by those
referenced by a minimum of 80% or more of all respondents. The three themes that
emerged in this noncognitive factor are having confidence that one would succeed with
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effort, believing academic tasks had value, and believing that one grows with self-effort.

12

13

32

Academic Mindsets Frequency

Having confidence Believing academic
Believing that I
that I would succeed tasks had value
gr ow with se lf-effort
w i t h e ff o r t

Figure 11. Themes and frequencies for academic mindsets.
The above graph shows the emerged themes and how many times they were
referenced by respondents. These themes accounted for 57 of the total 57 academic
mindsets interview references made by deaf and hard of hearing college graduates and
accounted for 100% of all coded data. The three themes that emerged represented a
frequency rate of 21.1% or more based on respondents. Analysis shows that the deaf and
hard of hearing participants perceived that the noncognitive factor of academic mindsets
helped them to be successful in attaining a four-year college degree. The following
sections describe each identified academic mindsets theme and give voice to the
perceptions of the deaf and hard of hearing study participants.
Having confidence that I would succeed with effort. This theme was the
highest referenced in the noncognitive factor of academic mindsets. The theme was
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referenced by 80% of respondents, with a total of 37 frequencies within the overall
theme. A common theme shows that the deaf and hard of hearing college graduate
participants perceived that having confidence that they would succeed with effort helped
them to be successful in attaining their college degree. Capturing rich descriptions of
how the respondents perceived the benefits of this theme came from the interchange of
conversation between the deaf and hearing college graduates and the researcher.
Participant 1 shared the importance of having confidence in reaching his goal of attaining
his college degree. He talked about how he sometimes struggled with being deaf on a
hearing college campus and the barriers he faced such as English, social interactions with
his hearing peers, and keeping up with passing grades. However, he shared how he saw
his brother succeed academically and that he knew that he could do the same if he used
the right strategies. He discussed that he learned that it was okay to ask for help in order
to succeed. He also shared he would often feel overwhelmed but he stated that over time,
“I was able to convince myself and I noticed within a year, my confidence increased.”
He continued to share how confidence played a huge role in his ability to earn his degree
and added that it may take longer for some than others but that is okay. Participant 1
currently works as a social worker for individuals with developmental delays.
Participant 5 shared his experiences with being confident in succeeding with
effort. He shared, “When I know what I want to do and I have a passion about it, it really
helps boost my confidence because I know what I want to do for my life.” He also talked
about the importance of having confidence in his abilities and knowledge. He shared that
it helps to “have faith and confidence”. He also shared a lived experience where he was
told that because he was deaf, he would not be able to participate in an acting class. He
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stated, “The constant negativity crushed my spirit,” but he was encouraged to continue
trying. He said that he decided to keep trying and eventually earned an “A” in the class
and was asked to take a lead role, but had to decline because he was too busy.
Believing academic tasks had value. This theme was the second highest
referenced in the noncognitive factor of academic mindsets. The theme was referenced
by 80% of respondents, with a total of 13 frequencies. This theme is common in most
interviews and shows that the deaf and hard of hearing college graduate participants
perceived that believing academic tasks had value helped them to be successful in
attaining their college degrees. The lived experiences of the perceived benefits of this
theme come from the stories told by the deaf and hard of hearing college graduates
during their interviews with the researcher. Participant 2 shared her experiences as a deaf
person attending a hearing college and the barriers she faced when gaining access to the
language in her coursework. She shared that she would ensure that she and her
interpreter were “matched up” before going to her classes because she wanted to
understand as much as possible; getting the information was very important to her to be
able to complete the assigned tasks. When talking about academic tasks, she told herself,
“this is doable,” and she knew she had to have an academic mindset to be successful.
Participant 6 shared her lived experience of going to college and completing
challenging academic tasks in her program. She said, “There are times when I did poorly
on the exam or something and I would say why am I doing this?” but then she would call
home or talk to others who would remind her of why she was in college and she would
then get a better mindset. She also shared about the importance of being around people
with the same goals of completing college and knew that she needed to delay gratification

113

and be self-disciplined so that she would graduate with her degree. She is currently in
her master’s program for nursing and said she still uses a positive mindset of knowing
what she is working towards.
Believing that I grow with self-effort. This theme was the least referenced
theme in the noncognitive factor of academic mindsets. The theme was referenced by
80% of respondents, with a total of 13 frequencies. Although this theme falls at the
bottom of the frequency list of emerged themes in academic mindsets, the shared insights
from in-depth interviews with the deaf and hard of hearing college graduate participants
show their perception that believing that they grow with self-effort helped them to be
successful in attaining their college degrees. Participant 7 shared that self-growth always
came naturally for her. She stated, “I think above everything, growth is the most
important for me.” She discussed the barriers she faced when in college and went on to
say that despite internal or external barriers, she believes that everyone can grow. She
referenced the importance of self-growth multiple times and stated, “It is just something I
have to believe in, because it is just a fundamental truth of human beings.” She talked
about examples how she grew with self-effort to include volunteering. She also shared
she believed that she was able to get through college because she kept placing trust in
herself and her own self-growth.
Participant 8 shared his lived experience as a deaf person in a “hearing world”.
He shared how it is not easy to be deaf and hard of hearing because sometimes deaf and
hard of hearing people feel insecure and don’t feel good about themselves. He stated,
“We face rejections/exclusions, and we face being patronized by hearing people who
think we are incapable of taking care of ourselves.” He went on to explain that deaf and
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hard of hearing people struggle to “feel independent while relying on interpreters.” and
said that it is tough being a deaf student in college. He shared how it took him a long
time to believe in his academic abilities. However, he stated, “Knowing that I can and
will improve helps me to get through the academic barriers.” and shared that “We must
tell ourselves that we are good enough and have the capacity to improve.” He is
currently in a master’s program at John Hopkins School of Medicine.
Learning Strategies: Research Question 4 Theme Results
How do deaf and hard of hearing college graduates perceive the influence of
learning strategies on their ability to successfully complete a four-year college degree?
Themes in this section are prioritized by the highest number of references made.
For this study, learning strategies are defined as processes such as self-regulated learning,
goal-setting, metacognition, and time management (Farrington et al., 2012). Learning
strategies assist students in controlling their own learning and are the techniques students
use to learn (Rhodes, Cleary, & DeLosh, 2019).
General information includes that 100% of participants stated that learning
strategies helped them to be successful in attaining their four-year college degree.
Furthermore, two of eight participants (25%) indicated that they learned about the
importance of learning strategies and how to use them before they went to college. Table
6 and Figure 13 represent themes and frequencies that emerged in the theme of learning
strategies from an analysis of coded interview transcript themes, observations, and
artifacts using NVivo. Common themes of perceived learning strategies that helped the
deaf and hard of hearing college students be successful emerged and are established in
Table 6 below. Data collected from the study sources show that the deaf and hard of
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hearing college graduate participants perceive that using strategies that worked for them
and understanding and regulating how they learn helped them to be successful in
attaining their four-year college degrees.
Table 6
Learning Strategies Themes
%
Number of based Interview Observation Artifact
Theme/pattern respondents on N sources
sources
Sources
Using
strategies that
7
80
29
2
0
worked for me
Understanding
and regulating
how I learn

7

80

26

2

0

Frequency
of
reference
31

28

Note. The N for interview participants = 8.
The above table represents two themes that emerged from the data-coding process
for learning strategies. These themes were determined first by being referenced by 80%
or more of all respondents. The two themes that emerged in this noncognitive factor are
using strategies that worked for me and understanding and regulating how I learn.

116

26

29

Learning Strategies Frequencies

Using strategies that worked for
me

Understanding and regulating
how I lea r n

Figure 12. Themes and frequencies for learning strategies.
The above graph shows the emerged themes and how many times they were
referenced by respondents. These themes accounted for 55 of the total 65 learning
strategies interview references made by deaf and hard of hearing college graduates and
accounted for 84.6% of all coded data. The two themes that emerged represented a
frequency rate of 40% or more based on respondents. Data analysis shows that the deaf
and hard of hearing participants perceived that the noncognitive factor of learning
strategies helped them to be successful in attaining a four-year college degree. The
following sections describe each identified learning strategies theme and give voice to the
perceptions of the deaf and hard of hearing study participants.
Using strategies that worked for me. This theme was the highest referenced in
the noncognitive factor of learning strategies. The theme was referenced by 80% of
respondents with a total of 31 frequencies within the overall theme. This theme common
to most the interviews shows that the deaf and hard of hearing college graduate
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participants perceived that using strategies that worked for them helped them to be
successful in attaining their college degrees. Rich descriptions of how the respondents
perceived the benefits of this theme came from insights shared by the deaf and hard of
hearing college graduates. Participant 1 shared multiple examples of how using
strategies that worked for him helped him to earn his college degree. He shared that he
originally went into college thinking he would be an engineer and said he was good with
technology. Although he changed his degree to social work, he used his technology skills
to help him be a better student. He shared that a barrier he faced when taking notes in
class was that if he was looking down to write, he would miss the information the
interpreter was signing. He learned the importance of typing on his laptop while
watching the interpreter and working with his peers to collaborate on taking notes and
sharing them in a Google document. He also shared that he would talk with his
professors and ask if it was okay to take pictures of some of the visual presentations used
in class, use an outline, highlight important information, and go to tutoring when needed.
Participant 3 shared how he would focus on concepts he did not understand and
would seek clarification. He said he would go back through the chapters or paragraphs
and study the vocabulary and content and persist until he understood. Another strategy
he used would be to talk to others, including his wife, and ask, “What does this mean?”
and ask that the meaning be provided in American Sign Language. Other strategies he
used were asking for examples and relating what he was studying to “real world
applications”. Finally, he shared that it is important for him to ask questions about how
to make connections to what he is learning.
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Understanding and regulating how I learn. This theme was the second most
referenced in the noncognitive factor of learning strategies. The theme was referenced by
80% of respondents with a total of 28 frequencies. A common theme shows that the deaf
and hard of hearing college graduate participants perceived that understanding and
regulating how they learn helped them to be successful in attaining their college degrees.
The lived experiences of the perceived benefits of this theme come from the stories told
by the deaf and hearing college graduates during their interviews with the researcher.
Participant 7 shared how self-regulated learning was important when earning her college
degree. She said she knows what works best for her when studying and states, “I tend to
focus much more when I’m doing the research/work myself.” She admits that attending
to lectures is difficult for her and that setting goals helps her to not become overwhelmed.
She also shared that she had to learn to ignore distractions and focus on her learning
because when she went to college, she realized there were a lot of new and exciting
experiences that caused her to get distracted.
Participant 8 shared examples of self-regulated learning to include the ability to
manage his time appropriately, set goals, think about skills and thoughts and be an
independent learner. He stated that all those skills are “invaluable”. In addition, he
talked about the importance of self-care and how it helps to “think clearly, get organized,
be efficient, and do well on exams while having fun”. He went on to say that he believes
that self-care is the most influential strategy and that he ensures that he gets enough sleep,
eats healthy, socializes with others, and takes breaks from school. He shared that he
believes that prioritizing self-care helps him with engaging in academics and doing well
on schoolwork.
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Social Skills: Research Question 5 Theme Results
How do deaf and hard of hearing college graduates perceive the influence of
social skills on their ability to successfully complete a four-year college degree?
Themes in this section are prioritized by the highest number of references made.
For this study, social skills are defined as commonly known skills used to interact with
others. Social skills competencies include empathy, cooperation, collaboration, assertion,
and responsibility (Farrington et al., 2012).
General information includes that 100% of participants stated that social skills
helped them to be successful in attaining their four-year college degree. Moreover, five
of eight participants (63%) indicated that they learned about the importance of social
skills and how to use them before they went to college. Table 7 and Figure 14 represent
themes and frequencies that emerged in the theme of social skills from an analysis of
coded interview transcript themes, observations, and artifacts using NVivo. Common
themes of perceived social skills that helped the deaf and hard of hearing college students
be successful emerged and are established in Table 7 below. Data collected from the
study sources show that the deaf and hard of hearing college graduate participants
perceive that having friends and family support and collaborating and cooperating with
others helped them to be successful in attaining their four-year college degrees.
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Table 7
Academic Social Skills Themes
%
Number of based Interview Observation Artifact
Theme/pattern respondents on N sources
sources
Sources
Having
friends and
8
100
30
5
0
family support
Collaborating
and
cooperating
with others

7

80

18

3

Frequency
of
reference

0

35

21

Note. The N for interview participants = 8.
The above table represents that two themes emerged from the data-coding process
for social skills. Emerging themes were determined first by those referenced by a
minimum of 80% or more of all respondents. The two themes that emerged in this
noncognitive factor are having friends and family support and collaborating and
cooperating with others.

18

30

S o ci al S k i l l s F r eq u en ci es

Having friends and family
support

Collaborating and cooperating
with others

Figure 13. Themes and frequencies for social skills.
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The above graph shows the emerged themes and how many times they were
referenced by respondents. These themes were referenced in 48 of the total 58 social
skills interview references made by deaf and hard of hearing college graduates and
accounted for 82.8% of all coded data. The two themes that emerged represented a
frequency rate of 31% or more based on respondents. When analyzing the collected data,
findings show that the deaf and hard of hearing participants perceived that the
noncognitive factor of social skills helped them to be successful in attaining a four-year
college degree. The following sections describe each identified social skills theme and
give voice to the perceptions of the deaf and hard of hearing study participants.
Having friends and family support. This theme was the highest referenced in
the noncognitive factor of social skills. The theme was referenced by 100% of
respondents with a total of 35 frequencies. A common theme shows that the deaf and
hard of hearing college graduate participants perceived that having friends and family
support helped them to be successful in attaining their college degrees. Shared insights
from in-depth interviews emerged as the interviewer explored the perceptions of each
respondent. Participant 4 shared that when she was earning her degree, for a long time,
she was the only deaf person in the early childhood development program. She knew it
was important to have a support system, so she stated, “I decided to roll up my sleeves
and make friends with my hearing classmates.” She talked about how “You just have to
get out there” and that people in college can’t stay in a bubble. She then shared examples
of how her new friends helped her by encouraging her to keep going when she felt like
she was failing, sharing class notes and studying together. She says they are still friends
to this day.
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Participant 5 shared that throughout his life, he has had an “amazing support
system” that has supported him and helped him to “break the barriers of all the
stereotypes that have been applied to me”. He named his biggest supporter as his wife
and included his family, friend, interpreters, teachers, and even strangers. He believes
this support system of people who believe in him is why he can believe in himself. He
also said that with a good support system and confidence, “You can do anything you set
your mind on.” In addition, he shared an example when, during his undergraduate
program, he worked with his friend to complete a group assignment. He is currently in a
master’s program with his mind set on being a college professor.
Collaborating and cooperating with others. This theme was the second most
commonly referenced in the noncognitive factor of social skills. The theme was
referenced by 80% of respondents, with a total of 21 frequencies. This theme, common
to most of the interviews, shows that the deaf and hard of hearing college graduate
participants perceived that collaborating and cooperating with others helped them to be
successful in attaining their college degree. The lived experiences of the perceived
benefits of this theme come from the stories shared by the deaf and hearing college
graduates’ during their interviews with the researcher. Participant 3 shared his lived
experiences of learning to collaborate and cooperate with others. He shared that the first
time he went to college, he experienced a large community of deaf and hard of hearing
who were intelligent, and he stated, “I was just amazed and in awe of that experience”.
He shared that being around this group challenged him to understand his own strengths
but shared he did not feel like he was ready for the academic challenge of college, so he
took a break for five years. During this time, he learned about collaborating with others
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in small groups of people he met who were like-minded. When he returned to college, he
shared that he “became included in the deaf community” and realized his language
deprivation. He began using ASL as a regular mode of communication and when doing
so, he shared that he gained more depth of knowledge because he was able to gain more
details using the language. He also shared that by collaborating with other deaf and hard
of hearing people and those in the deaf community, he was exposed to positive deaf role
models and he learned about the importance of fighting for his rights, which led him to
feel empowered to ask for what he needed so that he could be successful.
Participant 6 shared her positive experiences of collaboration and cooperation
with others. She shared that having deaf and hard of hearing support helped her to be a
“good student”. She shared that she made sure she focused on being with others who
wanted to take college serious like herself and shared examples of how collaborating with
others helped her to be successful in college. One example shared was that she joined a
sorority. She said being a part of this group helped her to improve her social skills with
others because she would learn from those in her “sisterhood” and from being around a
diverse group of people.
Summary
Chapter IV focused on the data and findings resulting from the collected data
process through semi-structured interviews, observations, and artifacts. This data was
coded for themes, and in the spirit of a traditional phenomenological study, the lived
experiences of the eight deaf and hard of hearing college graduates were told through
stories that illuminated the data for insight and understanding. The presentation and
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analysis of data was organized by the research questions used in the study and by
participant responses.
Brief Summary of Findings
General information includes that 100% of participants used meaningful examples
of how they perceived that academic behaviors, academic perseverance, academic
mindsets, learning strategies, and social skills helped them to be successful in attaining
their four-year college degree. In addition, when discussing if they learned the
noncognitive factor before college, six of the eight participants (75%) indicated that they
learned about the importance of academic behaviors before college, six of the eight
participants (75%) indicated that they learned about the importance of academic
perseverance before college, five of the eight participants (63%) indicated that they
learned about the importance of academic mindsets before college, two of the eight
participants (25%) indicated that they learned about the importance of learning strategies
before college, and five of the eight participants (63%) indicated that they learned about
the importance of social skills and how to use them before college.
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LEARNED NONCOGNITIVE FACTORS
BEFORE COLLEGE
Academic Behaviors

5 , 21%

6 , 25%

Academic Perseverance
Academic Mindsets
Learning Strategies

2 , 8%

Social Skills

5 , 21%

6 , 25%

Figure 14. Summary of factors learned before college.
The following is a brief summary of findings for each noncognitive factor based
on the data collected aligning to each research question.
Academic Behaviors
Academic Behaviors was the highest referenced noncognitive factor in this study
with 89 references or 25.4% of the total of references made in the study. Three themes
emerged and are described below.
1. Being motivated in college was referenced by 100%. This theme yielded the
highest number of references in the noncognitive factor of Academic Behaviors
and yielded 31.5% of the data coded.
2. Using organizational strategies was referenced by 100% of participants of the
participants and represented 30.3% of the data coded in the noncognitive factor of
Academic Behaviors.
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3. Engaging in my learning experience was referenced by 80% of the participants
and represented 20.2% of the data coded in the noncognitive factor of Academic
Behaviors.
When analyzing the collected data, findings show that the deaf and hard of
hearing participants perceived that the noncognitive factor of academic behaviors helped
them to be successful in attaining a four-year college degree.
Academic Perseverance
Academic Perseverance was the second highest referenced noncognitive factor in
this study with 81 references or 23.1% of the total of references made in the study. Two
themes emerged and are described below.
1. Being intrinsically motivated was referenced by 100% of participants. This theme
yielded the highest number of references in the noncognitive factor of Academic
Perseverance and yielded 59.3% of the data coded.
2. Being persistent and not giving up was referenced by 80% of the participants and
represented 23.5% of the data coded in the noncognitive factor of Academic
Perseverance.
When analyzing the collected data, findings show that the deaf and hard of
hearing participants perceived that the noncognitive factor of academic perseverance
helped them to be successful in attaining a four-year college degree.
Academic Mindsets
Academic Mindsets was the lowest referenced noncognitive factor in this study
with 57 references or 16.3% of the total of references made in the study. It should be

127

noted that this factor was only 0.3% lower than Social Skills. Three themes emerged and
are described below.
1. Having confidence that I would succeed with effort was referenced by 80% of
participants. This theme yielded the highest number of references in the
noncognitive factor of Academic Mindsets and yielded 56.1% of the data coded.
2. Believing academic tasks had value was referenced by 80% of the participants
and represented 22.8% of the data coded in the noncognitive factor of Academic
Mindsets.
3. Believing that I grow with self-effort was referenced by 80% of the participants
and represented 21.1% of the data coded in the noncognitive factor of Academic
Mindsets.
When analyzing the collected data, findings show that the deaf and hard of
hearing participants perceived that the noncognitive factor of academic mindsets helped
them to be successful in attaining a four-year college degree.
Learning Strategies
Learning Strategies was the third highest referenced noncognitive factor in this
study with 65 references or 18.6% of the total of references made in the study. Two
themes emerged and are described below.
1. Using strategies that worked for me was referenced by 80% of participants. This
theme yielded the highest number of references in the noncognitive factor of
Learning Strategies and yielded 44.6% of the data coded.

128

2. Understanding and regulating how I learn was referenced by 80% of the
participants and represented 44% of the data coded in the noncognitive factor of
Learning Strategies.
When analyzing the collected data, findings show that the deaf and hard of
hearing participants perceived that the noncognitive factor of academic mindsets helped
them to be successful in attaining a four-year college degree.
Social Skills
Social Skills was the second lowest referenced noncognitive factor in this study
with 58 references or 16.6% of the total of references made in the study. It should be
noted that this factor was only 0.3% higher than Academic Mindsets. Two themes
emerged and are described below.
1. Having friends and family support was referenced by 100% of participants. This
theme yielded the highest number of references in the noncognitive factor of
Social Skills and yielded 51.7% of the data coded.
2. Collaborating and cooperating with others was referenced by 80% of the
participants and represented 31% of the data coded in the noncognitive factor of
Social Skills.
When analyzing the collected data, findings show that the deaf and hard of
hearing participants perceived that the noncognitive factor of academic mindsets helped
them to be successful in attaining a four-year college degree.
Chapter V discusses the major findings in greater detail and illuminates the
unexpected findings and conclusions. In addition, the chapter discusses implications for
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action and recommends further research based on major findings. Finally, Chapter V
ends with concluding remarks and reflections.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Overview
Chapter V presents a summary of the study and essential conclusions drawn from
the data presented in the previous chapter. This qualitative phenomenological study
described how deaf and hard of hearing college graduates perceived the influence of
Farrington’s (2012) five noncognitive factors (academic behaviors, academic
perseverance, academic mindsets, learning strategies, and social skills) on their ability to
successfully complete a four-year college degree. This chapter presents the purpose
statement, research questions, and an overview of the methodology. It also includes the
population and sample, and the demographic data of the eight deaf and hard of hearing
college graduates who participated in the study. Furthermore, Chapter V presents major
findings, unexpected findings, and a summary of important conclusions. This chapter
also presents a discussion about specific implications for action. Chapter V concludes
with recommendations for further research and researcher remarks and reflections.
Purpose Statement
The purpose of this phenomenological study was to explore and describe how
deaf and hard of hearing college graduates perceive the extent to which Farrington’s
(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree.
Research Question
The central research question and sub-questions in this study were designed to
focus on the five noncognitive factors and their perceived influence on the study
population. The questions are as follows:
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Central Question
What are the lived experiences of deaf and hard of hearing college graduates and
on the influence of Farrington’s (2012) five noncognitive factors of academic behaviors,
academic perseverance, academic mindsets, learning strategies, and social skills on their
ability to successfully complete a four-year college degree?
Sub Questions
1. How do deaf and hard of hearing college graduates perceive the influence of
academic behaviors on their ability to successfully complete a four-year college
degree?
2. How do deaf and hard of hearing college graduates perceive the influence of
academic perseverance on their ability to successfully complete a four-year
college degree?
3. How do deaf and hard of hearing college graduates perceive the influence of
academic mindsets on their ability to successfully complete a four-year college
degree?
4. How do deaf and hard of hearing college graduates perceive the influence of
learning strategies on their ability to successfully complete a four-year college
degree?
5. How do deaf and hard of hearing college graduates perceive the influence of
social skills on their ability to successfully complete a four-year college degree?
Methodology
A qualitative method of research gives voice to participants (Patten & Newhart,
2018) and is descriptive in nature (Creswell, 2009). Additionally, qualitative research
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understands participant perspectives, gives attention to the participant’s meaning through
expressed events and actions, and focuses on how things occur (McMillan &
Schumacher, 2010; Creswell, 2009). This qualitative phenomenological study described
how deaf and hard of hearing college graduates perceived the influence of Farrington’s
(2012) five noncognitive factors (academic behaviors, academic perseverance, academic
mindsets, learning strategies, and social skills) on their ability to successfully complete a
four-year college degree.
When giving voice to the identified participants for this study, two types of indepth interviews were conducted based on the preference of the eight deaf and hard of
hearing college graduate participants. Five of the eight respondents participated in virtual
face-to face Zoom interviews, conducted with or without a certified American Sign
Language (ASL) interpreter and with or without closed captioning, depending upon
participant preference. Three of the eight interviews were conducted in the second type
of interview, which was submitting their answers through written response. All
participants were provided the same interview protocol format with scripted interview
questions to ensure consistency for all participants.
Qualitative data were collected through in-depth interviews, nonverbal
communication observations, and written artifacts. Transcripts from all interviews and
observation and artifact data was entered into NVivo, cross-referenced, and analyzed to
discover emergent themes. All qualitative data were stored in a secure Google Drive by
the researcher. Understanding is built through qualitative data and results (Creswell,
2009); therefore, triangulation of data was completed to gain deeper understanding of the
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deaf and hard of hearing participants’ perceptions of the degree of importance of each of
the noncognitive traits used in the study.
Population
Individuals in the larger group are described as the target population (Roberts &
Hyatt, 2019). The population for this study consists of deaf and hard of hearing college
graduates. Approximately 1.1% of students served under the Individuals with
Disabilities Education Act (IDEA) are identified with a hearing loss (National Center for
Education Statistics, 2019). According to Statista (2020), there are 19,075,000 students
enrolled in public and private colleges in the United States. The National Deaf Center
(NDC) on Postsecondary Outcomes (2019) states that 1.3% of those students are deaf and
hard of hearing students enrolled in colleges in the United States. Therefore, the
population for this study was the approximate 247, 975 deaf and hard of hearing students
enrolled in colleges in the United States.
Sample
The sample are participants to be studied that have been narrowed from a larger
population based on what the researcher wants to know and the purpose of the study
(McMillan & Schumacher, 2010; Patton, 2015). Since it is impractical for an entire
population to be studied, a sampling frame was used to assist in the process of drawing a
sample or smaller participant group. Nonprobability is considered the most common
form of sampling in educational research (McMillan & Schumacher, 2010). The
researcher utilized the nonprobability sampling method because of the strength of
typically guaranteeing higher participation rates and ease of administration. Specifically,
purposeful sampling, snowball sampling, and convenience sampling were employed to
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identify participants for the study. Snowball sampling is used when participants for the
study are not easily located (Patten & Newhart, 2018). Since the deaf and hard of hearing
college graduate population is relatively small, snowballing proved to be a very effective
method when locating participants for this study. Figure 6 shows a diagram illustrating
the population, target population and sample.

Figure 6. Population, target population, and sample.
The relatively small sample selected for this study includes eight deaf and hard of
hearing college graduates who attained a four-year college degree between 2017 and
2020 and are residents in California.
All selected participants met the following three criteria:
1. The participant is identified as a deaf and hard of hearing college graduate
who attained a four-year college degree between 2017 and 2020;
2. The participant is currently a resident in California; and
3. The participant gave permission to participate in the study.

135

Table 1
Deaf and Hard of Hearing College Graduate Participant Criteria
Participant
The participant is identified as a deaf and hard of
hearing college graduate who attained a four-year
college degree between 2017 and 2020.
The participant is currently a resident of California.
The participant gave permission to participate in the
study.

1

2

3

4

5

6

7

8

ü ü ü ü ü ü ü ü
ü ü ü ü ü ü ü ü
ü ü ü ü ü ü ü ü

Table 1 shows the analysis of participants who met the established set of criteria.
Demographic Data
Eight deaf and hard of hearing college graduates who earned their four-year
college degree between 2017 and 2020 and are residents in California were selected to
participate in the study. For confidentiality purposes, each participant was assigned a
number based on when their interview occurred or when they submitted their written
response in the interview process. Demographic data were reported without references to
any participating individual. Of the eight deaf and hard of hearing college graduate
participants, four were female and four were male. Four graduated in 2017, one
graduated in 2018, and three graduated in 2019. Currently, four of the eight participants
are in a master’s degree program. Table 2 represents the demographics of the deaf and
hard of hearing college graduates who participated in the study and include the degrees
they earned.
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Table 2
Demographic Information of Participants
Participant

Gender

Degree earned

M

Year
graduated
2017

1
2

F

2017

3

M

2017

Double Major: Deaf
Studies &
American Sign Language
Deaf Studies

4

F

2019

5

M

2019

6

F

2019

Nursing

7

F

2018

Psychology

8

M

2017

Double Major:
Mathematics &
Philosophy

Currently enrolled in a
master’s program

Social Work

Early Childhood
Development
Double Major: History &
Political Science

ü

ü
ü

ü

Major Findings
The purpose of this phenomenological study was to explore and describe how
deaf and hard of hearing college graduates perceive the extent to which Farrington’s
(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree. The major findings, or facts, from this study describe the
relationship of the study to the review of literature and prior research. The major findings
aligned to the central research question: What are the lived experiences of deaf and hard
of hearing college graduates and the influence of Farrington’s (2012) five noncognitive
factors of academic behaviors, academic perseverance, academic mindsets, learning
strategies, and social skills on their ability to successfully complete a four-year college
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degree? The central question was specifically answered through an analysis of
corresponding sub-questions. The major themes emerged through the data-collection and
coding process. A summary of the major findings is presented below with cogent
alignment to the sub-questions used in this study.
Research Question 1
How do deaf and hard of hearing college graduates perceive the influence of
academic behaviors on their ability to successfully complete a four-year college degree?
Major Finding 1. Academic behaviors. Deaf and hard of hearing college
graduates who participated in this study placed the highest degree of importance on
academic behaviors, referencing this factor with a frequency rate of 89 or 25.4% of the
total of references made in the study. The three most frequently mentioned academic
behaviors the participants perceived as being important are being motivated in college
(31.5%), using organizational strategies (30.3%) and engaging in my learning experience
(20.2%). The findings show that 100% of the deaf and hard of hearing college graduates
who participated in this study agreed that academic behaviors influenced their ability to
successfully complete a four-year college degree. Adding to the significant number of
references made regarding this noncognitive factor, all eight participants shared examples
of how being motivated in college helped them to be successful, all eight participants
shared examples of how using organizational strategies helped them to be successful, and
seven of the eight participants shared examples of how engaging in their learning
experience helped them to be successful while in college.
Comparing the results of the major findings of academic behaviors from this
study and ones presented in the review of literature in this study, the researcher found it
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fits with previous studies found in the review of literature. The major findings support
the existing theory of Farrington et al. (2012), which posits that academic behaviors are
“strongly related to measures of academic achievement.” Moreover, the major findings
from this study corroborate those of other researchers in the field interested in
noncognitive factors as they relate to academic behaviors and postsecondary success
(Akbarov & Hadzimehmedagic, 2015; Flynn, 2014; Crede & Kuncel , 2008).
Research Question 2
How do deaf and hard of hearing college graduates perceive the influence of
academic perseverance on their ability to successfully complete a four-year college
degree?
Major Finding 2. Academic perseverance. Deaf and hard of hearing college
graduates who participated in this study placed the second highest degree of importance
on academic perseverance, referencing this factor with a frequency rate of 81 references
or 23.1% of the total references made in this study. The most frequently mentioned
academic perseverance traits within the theme referenced are being intrinsically
motivated (59.35%) and being persistent and not giving up (23.5%). The findings show
that deaf and hard of hearing college graduates who participated in this study all agreed
that academic perseverance influenced their ability to successfully complete a four-year
college degree. Adding to the significant number of references made regarding this
noncognitive factor, all eight participants shared examples of how being intrinsically
motivated helped them to be successful and seven of the eight shared examples of how
being persistent and not giving up helped them to be successful while in college.
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Comparing the results of the major findings of academic perseverance from this
study and ones presented in the literature review of this study, the researcher found it
plausible to state that this study fits with previous studies found in the review of
literature. The major findings support the existing theory of Farrington et al. (2012),
which posits that academic perseverance is related to positive academic outcomes.
Moreover, the major findings from this study corroborate those of other researchers in the
field interested in noncognitive factors as they relate to positive academic performance
and postsecondary success (Nagaoka et al., 2013; Martinez, 2016; Pate et al., 2017;
Parsons, 2016; Strayhorn, 2014). Conversely, the findings from this study contradict the
conclusions of some researcher who failed to find a strong association with academic
perseverance and positive outcomes (Wanzer, Postlewaite, & Zagarpour, 2019; Crede,
Tynan, & Harms, 2017).
Research Question 3
How do deaf and hard of hearing college graduates perceive the influence of
academic mindsets on their ability to successfully complete a four-year college degree?
Major Finding 3. Academic mindsets. Deaf and hard of hearing college
graduates who participated in this study placed the lowest degree of importance on
academic mindsets, referencing this factor with a frequency rate of 57 references or
16.3% of the total references made in this study. The most frequently mentioned
academic mindset traits within the theme referenced by the respondents are having
confidence that one would succeed with effort (56.1%), believing academic tasks had
value (22.8%) and believing that one grows with self-effort (21.1%). Although it was the
lowest referenced noncognitive factor in the study, findings show that deaf and hard of
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hearing college graduates who participated in this study all agreed that academic
mindsets influenced their ability to successfully complete a four-year college degree.
This noncognitive factor was mentioned the least frequently in the study. However, it
was only referenced 0.3% less than the second lowest noncognitive factor (social skills)
in the study. In addition, seven of the eight participants shared examples of how having
confidence that they would succeed with effort helped them to be successful, seven
participants shared examples of how believing academic tasks had value helped them to
be successful, and seven shared examples of how believing that they grow with self-effort
helped them to be successful while in college.
Comparing the results of the major findings of academic mindsets from this study
and ones presented in the scholarly review of literature, the researcher found it fits with
previous studies. The major findings support Farrington et al.’s (2012) existing theory,
which posits that there is a positive correlation between academic performance and
academic mindsets. Moreover, the major findings from this study corroborate those of
other researchers in the field interested in noncognitive factors as they relate to academic
mindsets and postsecondary success (Ferguson, 2017; Cooner, 2019; Davis, HanzsekBrill, Petzold, & Robinson, 2019).
Research Question 4
How do deaf and hard of hearing college graduates perceive the influence of
learning strategies on their ability to successfully complete a four-year college degree?
Major Finding 4. Learning strategies. Deaf and hard of hearing college
graduates who participated in this study placed the third highest degree of importance on
Learning Strategies, referencing this factor with a frequency rate of 65 references or
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18.6% of the total references made in this study. The most frequently mentioned learning
strategies referenced by the respondents are using strategies that worked for them
(44.6%) and understanding and regulating how they learn (22.8%). The findings show
that deaf and hard of hearing college graduates who participated in this study all agreed
that learning strategies influenced their ability to successfully complete a four-year
college degree. Adding to the amount of references made regarding this noncognitive
factor, seven of the eight participants shared examples of how using strategies that
worked for them helped them to be successful and seven of the eight shared examples of
how understanding and regulating how they learned helped them to be successful while
in college.
Comparing the results of the major findings of learning strategies from this study
and ones presented in the review of literature of this study, the researcher found they fit
with previous studies. The major findings support Farrington et al.’s (2012) existing
theory, which posits that research proves that when students know how and when to use
these strategies, academic performance increases (Farrington et al., 2012). Furthermore,
the major findings from this study corroborate those of other researchers in the field
interested in noncognitive factors as they relate to learning strategies and postsecondary
success (Schunk & Zimmerman, 2012, Hayat, Shateri, Amini, & Shokrpour, 2020; Mann,
2018; Thibodeaux, Deutsch, Kitsantas, & Winsler, 2017).
Research Question 5
How do deaf and hard of hearing college graduates perceive the influence of
social skills on their ability to successfully complete a four-year college degree?
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Major Finding 5. Social skills. Deaf and hard of hearing college graduates who
participated in this study placed the second lowest degree of importance on social skills,
referencing this factor with a frequency rate of 58 references or 16.6% of the total
references made in this study. The most frequently mentioned social skills within the
theme referenced by the respondents are having friends and family support (51.7%) and
collaborating and cooperating with others (31%). The findings show that deaf and hard
of hearing college graduates who participated in this study all agreed that social skills
influenced their ability to successfully complete a four-year college degree. Adding to
the number of references made regarding this noncognitive factor, seven of the eight
participants shared examples of how having friends and family support helped them to be
successful and seven of the eight shared examples of how collaborating and cooperating
with others helped them to be successful while in college.
Comparing the results of the major findings of social skills from this study with
those presented in the review of literature, the researcher found that the results fit with
previous studies. Convincingly, social skills are related to academic performance;
however, research only indirectly points to the effects social skills have on academic
performance (Farrington et al., 2012). That said, the major findings related to social
skills and academic performance in this study show that social skills did influence the
participants’ ability to experience academic success by attaining their four-year college
degree. Moreover, the major findings from this study corroborate those of other
researchers in the field interested in noncognitive factors as they relate to social skills and
postsecondary success (Moeller & Seehuus, 2019; Tadjer, Lafifi, & SeridiBouchelaghem, 2018; Conley, 2015).
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Unexpected Findings
There were three unexpected findings from this study. One unexpected finding
was that 100% of the participants perceived that all the noncognitive factors influenced
them to be successful in attaining their degree. The researcher suspected, based on critics
of some of the noncognitive factors (e.g., social skills, academic perseverance, and
academic mindsets) as they relate to postsecondary success, that it was plausible that not
all would be considered to have influenced the postsecondary success of the participants.
Another unexpected finding was a minimum of five of the eight (63%) of the participants
shared that they learned the noncognitive skills of academic behaviors, academic
perseverance, academic mindsets, and social skills before going to college; in contrast,
only two of the eight (25%) of the participants shared that they learned how to use
learning strategies before going to college. Interestingly, this finding surprised the
researcher because, based on the review of literature in the area of learning strategies in
the K-12 context, many researchers found the noncognitive factor to be extensively
studied and show the benefits of knowing these skills in the K-12 context. Therefore, the
researcher assumed that more participants would have learned these skills prior to
attending college. The third unexpected finding was based on the hierarchy of total
references made to each of the noncognitive factors. It was surprising that academic
mindsets fell in the lowest frequency count; however, it should be noted there was only a
0.3% difference between academic mindsets and social skills.
Conclusions
Careful thought based on evidence supported by the research was used when
drawing conclusions derived from the findings in this study. Conclusions were drawn
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with the support of the review of literature and findings of this study, and explain how
deaf and hard of hearing college graduates perceive the extent to which Farrington’s
(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree. The broad general view of the problem and topic area stated in this
study, along with the extensive review of literature, has now been narrowed to focus on
discipline-specific findings identified in this section. The conclusions of this study are
generalized interpretations of those findings.
Conclusion 1: Deaf and hard of hearing college graduates can overcome barriers
Findings were based on statements made by all participants during the interview
process, and when comparing those to the review of literature in this study, the researcher
concluded that deaf and hard of hearing postsecondary college students face barriers
when navigating the many layers in the higher educational and social system. This
conclusion corroborates the findings of Dr. Stephanie Cawthon and Dr. Carrie Lou
Garberoglio (2017) and other researchers in the field of deaf and hard of hearing
postsecondary transition (Szymanski, Lutz, Shahan, & Gala, 2013; NASDE, 2018; Nagle,
Newman, Shaver, & Marschark, 2016).
Since 2008, the number of deaf and hard of hearing high school students
transitioning to postsecondary education has increased (NDC on Postsecondary
Outcomes, 2020). However, one study reveals that the dropout rate for deaf and hard of
hearing college students is nearly 70% (Nagle, Newman, Shaver, & Marschark, 2016),
which is far higher than that of their hearing peers. Barriers to postsecondary success for
deaf and hard of hearing college students include but are not limited to language barriers
that impact college level reading and writing expectations, noise interference in
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classrooms and during lectures, social isolation, and note-taking. The research in this
study suggests that deaf and hard of hearing college students can overcome their unique
barriers to be successful in attaining their postsecondary degree when they utilize the
appropriate skills.
Conclusion 2: Deaf and hard of hearing college graduates perceive that noncognitive
skills influence their ability to successfully attain their college degree
Based on the unexpected findings supported by all of respondents in this study,
the researcher concluded that deaf and hard of hearing college graduates perceive that
noncognitive skills influence their success in attaining their college degree. When
comparing the findings to the review of the literature in this study, the researcher
concluded that noncognitive skills show a correlation between academic performance and
postsecondary outcomes. This conclusion corroborates the findings of Dr. William
Sedlacek (2017), Dr. David Conley (2012), Farrington et al. (2012) and other researchers
in the field of noncognitive or “soft skills” as they relate to postsecondary outcomes
(Hanover Research, 2014; Moore, Lippman, & Ryberg, 2015; Nichols, Trivitt, &
Zamarro, 2018; Nagaoka, Farrington, & Ehrlich, 2014). The research in this study
suggests that deaf and hard of hearing college students who use a variety of noncognitive
skills are likely to be successful in attaining their college degrees.
Conclusion 3: Academic behaviors must be utilized for postsecondary success
Based on findings from the research and the review of literature in this study, the
researcher concluded that academic behaviors must be utilized by deaf and hearing
college students in order to experience positive academic performance and postsecondary
success. As Farrington et al. (2012) posits, academic behaviors can be said to be
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reflected in the academic performance of students, are essential for academic
achievement, and are “the most proximal noncognitive factor to academic performance”.
More specifically, successful deaf and hard of hearing college graduates were motivated
to use study skills and habits that help them to be successful such as studying for exams,
completing homework and assignments, participating in class, and seeking out
clarification from either their peers or their professors. Furthermore, successful deaf and
hard of hearing college graduates used organizational strategies such as arriving before
class to secure the proper seating arrangement, organizing materials prior to going to
class in order to be prepared, prioritizing their schedule in order to complete all tasks, and
ensuring their technology was charged, updated, and ready at all times. Moreover,
successful deaf and hard of hearing college graduates engaged in their learning
experience by taking notes, interacting in class by participating in the lectures, paying
attention, getting to know their professors and classmates, and seeking clarification when
needed. This conclusion corroborates the findings of Farrington et al. (2012) and other
researchers in the field interested in academic behaviors and postsecondary success
(Crede & Kuncel, 2008; Tinto, 2010; Flynn, 2014).
Conclusion 4: Academic perseverance is required for postsecondary success
Based on findings from the research and the review of literature in this study, the
researcher concluded that academic perseverance is required by deaf and hearing college
students in order to experience positive academic performance and postsecondary
success. More specifically, successful deaf and hard of hearing college graduates found
personal or internal reward and satisfaction or self-determination when faced with college
academic rigor and when they complete academic tasks. For example, the college
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graduates in this study found ways to enjoy learning new skills or found personal
satisfaction with meeting their academic goals. Furthermore, successful deaf and hard of
hearing college graduates were persistent and did not give up. This conclusion aligns
with the same notion as Farrington et al. (2012), which states that academic perseverance
is especially essential when college students are challenged with unfamiliar tasks. As
mentioned earlier in this study, deaf and hearing college graduates face many barriers
when attending college. As many deaf and hard of hearing successful college graduates
have stated, “it may seem easy to give up but you need to keep reaching for your goal to
graduate”. In order to attain their college degrees, successful deaf and hard of hearing
college graduates completed their assignments and studied for exams despite the level of
difficulty, and they accepted setbacks such as failing exams or even classes; however,
they persisted and overcame the setbacks they experienced. They also stayed focused
despite the obstacles that seemed impossible to overcome and they persisted and stayed
focused on reaching their postsecondary goal of graduating from college. This
conclusion corroborates the findings of other researchers who are interested in academic
perseverance, grit, and goal-setting as they relate to postsecondary success (Parsons,
2016; Strayhorn, 2014; Nagaoka et al., 2013; Handoko et al., 2019)
Conclusion 5: Successful deaf and hard of hearing college graduates demonstrate
positive academic mindsets
Based on findings from the research and the review of literature in this study, the
researcher concluded that successful deaf and hard of hearing college graduates
demonstrate positive academic mindsets. The conclusion of the importance of this skill
correlates with that of Farrington et al. (2012), which shows in their extensive review of
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literature that there is a positive correlation between academic mindset traits and
academic performance. More specifically, successful deaf and hard of hearing college
graduates have confidence that they will succeed with effort. For example, successful
deaf and hard of hearing college graduates overcame their barriers by collaborating with
their peers and professors, seeking clarification, depending on family and friend support
and attending tutoring. When using these and other strategies for success, they found
their confidence grew in their academic abilities and in their potential for successfully
completing their college degree. Furthermore, successful deaf and hard of hearing
college graduates believe academic tasks have value. For example, successful deaf and
hard of hearing college graduates realized that the academic tasks they were assigned
were important in their learning process. They also understood that although some
academic tasks were challenging, and they might not have been interested in the content,
they knew they had to master the skill so they could pass their classes and earn their
degrees. Moreover, successful deaf and hard of hearing college graduates believe they
grow with self-effort. For example, successful deaf and hard of hearing college graduates
understood the importance of self-growth and continued to challenge themselves to grow
through their experiences. This conclusion also corroborates the findings of other
researchers who are interested in academic mindsets as they related to postsecondary
success (Cooner, 2019; Davis, Hanzsek-Brill, Petzold, & Robinson, 2019).
Conclusion 6: Learning strategies must be utilized for postsecondary success
Based on findings from the research and the review of literature in this study, the
researcher concluded that successful deaf and hard of hearing college graduates utilize
learning strategies when earning their college degrees. The conclusion of the importance
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of this skill corroborates the findings of Farrington et al. (2012), and other researchers in
the field interested in learning strategies and postsecondary success (Mann, 2018; Hayat,
Shateri, Amini, & Shokrpour, 2020).
More specifically, successful deaf and hard of hearing college graduates used
strategies that worked for them. For example, successful deaf and hard of hearing college
graduates used planners to organize their schedules and assignments, highlighted notes
when studying, used technology, used real-world examples to understand abstract ideas,
used visuals, and collaborated with classmates to conduct “mock tests” for practice.
Furthermore, successful deaf and hard of hearing college graduates understood and
regulated how they learned. For example, successful deaf and hard of hearing college
graduates took ownership of their learning by setting goals, understanding the importance
of pacing themselves and delaying gratification, monitoring self-care such as sleep and
stress levels, studying independently, and understanding how they learn.
Conclusion 7: College graduates value social skills
Based on findings from the research and the review of literature in this study, the
researcher concluded that successful deaf and hard of hearing college graduates valued
social skills when earning their college degrees. A review of literature supports the
importance of social skills in college students (Farrington et al., 2012; Conley, 2015;
Moeller & Seehuus, 2019; Tadjer, Lafifi & Seridi-Bouchelaghem, 2018). More
specifically, successful deaf and hard of hearing college graduates found value in having
the support of friends and family. For example, successful deaf and hard of hearing
college graduates understood the importance of making friends with their classmates.
They ensured they discerned who might be a good friend for them and attempted to make
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friends with hearing peers, even though there were language barriers and they felt alone
or might be rejected. The college graduates also knew it was important to use facial
expressions and body language to express kindness and interest, were brave and asked to
join others, and demonstrated empathy toward others. The college graduates also placed
value on their family support; they reached out when they needed support and showed
respect and appreciation toward their family members. Furthermore, successful deaf and
hard of hearing college graduates cooperated and collaborated with others when they
were earning their college degrees. For example, successful deaf and hard of hearing
college graduates understood the importance of problem-solving when conflicts arose,
communicating openly with others, finding common goals, seeking mediation when
necessary, and teamwork. College graduates also understood the importance of
collaboration with their professors, academic advisors and academic counselors as they
stood up for their rights for access and when facing challenges.
Implications for Action
Research findings for this study have discipline-specific implications based on a
thorough review of literature, data and findings from the study. In Chapter II, the
researcher narrated that a large body of evidence on noncognitive skills has emerged that
strongly supports the notion of a positive connection between noncognitive skills and
academic performance and achievement (Garcia, Weiss & Economic Policy Institute,
2016; Immordino-Yang, Darling-Hammond, & Krone, 2018; Nagaoka et al., 2013;
Mitchum, 2018). The researcher identified the significance of this study by addressing
who conceivably will find value from this study and how they will benefit from the
knowledge. Implications from this study are included to add to the body of literature and
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affect future practices on how noncognitive skills and social and emotional development
positively impact students who are deaf and hard of hearing in successfully meeting their
goal of attaining their college degrees.
Implication 1. Increase Awareness Regarding the Importance of Noncognitive
Skills in Educators, Families, Caregivers, Counselors, and Transition Organizations
Based on the findings of the study and the review of literature, it is recommended
that educators, families, caregivers, academic counselors, and transition organizations be
made aware of the significance of noncognitive skills as they relate to academic
performance and positive postsecondary success for deaf and hard of hearing students. A
created workshop can be presented to all those mentioned, describing each noncognitive
factor and how it relates to academic performance and positive postsecondary success.
Data supporting the details in the workshop will be included. The workshop can be
presented to college and high school educators and academic counselors who serve deaf
and hard of hearing students. The workshop can also be shared with families and
caregivers of deaf and hard of hearing high school and college students.
Implication 2. Increase Awareness Regarding the Importance of Noncognitive
Skills in Deaf and Hard of Hearing Middle School, High School and College
Students
Based on the findings of the study and the review of literature, it is recommended that
deaf and hard of hearing middle school, high school and college students be made aware
of the significance of noncognitive skills as they relate to academic performance and
positive postsecondary success. A created workshop can be presented to deaf and hard of
hearing middle school, high school and college students providing data that describes
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each noncognitive factor and how it relates to academic performance and positive
postsecondary success. Content would include teaching skills such as time management,
the use of a daily planner and study habits to include being prepared for class and notetaking strategies. Additionally, skills would include how to set attainable goals, seek
clarification, keep study materials organized, stay motivated, grow with self-effort, and
how to persevere. Also, social skills strategies would be taught to include how to
collaborate and cooperate with others, regulate emotions, and how to manage stress. The
workshop can be shared during school hours in a study skills class or other appropriate
time.
Implication 3. Implement Professional Development Training on the Importance of
Noncognitive Skills as They Relate to Academic Performance
Based on the findings of the study and the review of literature, it is recommended
that educators of deaf and hard of hearing high school and college students be provided
professional development on the significance of noncognitive skills as they relate to
academic performance and positive postsecondary success for deaf and hard of hearing
students. Professional development training can be presented to educators of deaf and
hard of hearing middle school and high school educators to ensure they understand the
significance of noncognitive skills as they relate to the students they serve. Content
would include sharing data supporting the notion that it is important for students to utilize
a variety of academic behavior skills such as organization, study skills habits, completing
homework and assignments and class participation. Furthermore, trainings would include
the importance of learning strategies as they relate to academic performance and would
include different modality strategies for diverse learners. Moreover, professional
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development would include data demonstrating the influence of social skills as they relate
to positive academic performance. The professional development training can be shared
during scheduled professional development days or professional learning community
opportunities.
Implication 4. Create a Noncognitive Skills Curriculum to be Taught in Middle
School and High School
Based on the findings of the study and the review of literature, it is recommended
that a curriculum be created to be taught to middle school and high school deaf and hard
of hearing students. The curriculum will include noncognitive skills that relate to
academic performance and positive postsecondary success for deaf and hard of hearing
students. Curriculum content would explore skills in the area of social and emotional
well-being including stress management and relationship building. In addition, topics
could include school and college readiness such as executive functioning and selfawareness and could also provide strategies on mindsets for school success. Moreover,
perseverance, resilience, and tenacity could be topics covered in the curriculum. Finally,
self-direction and student engagement would be supportive topics in the curriculum. The
curriculum would be designed to be taught during study skills classes or as part of
English Language Arts assignments.
Implication 5. Inform Policy- and Decision-Makers on the Importance of
Noncognitive Skills in K-12 Education Reform.
The research findings can provide information for policymakers to further current
discussions to support the Social-Emotional Initiative and “whole child” education
approaches and their importance in K-12 education reform. Decision-makers can use the
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conclusions from this research as they create Local Control and Accountability Plan
(LCAP) supports that lead toward positive student outcomes.
Implication 6. Disaggregate Statistical Analysis Reports to Distinguish the 13
Categories of Disabilities to Include Postsecondary Education Attainment
It is recommended that interested organizations on disabilities and statistical
analysis reports disaggregate data regarding each of the 13 categories of disabilities as
they relate to postsecondary attainment. This information would provide updated data on
postsecondary attainment as it relates to individuals with disabilities and would
distinguish between different categories of disabilities; rather than combining categories
such as hearing/vision.
Recommendations for Further Research
Based on the findings and research of the study, the following recommendations
are made to further the research predicting academic achievement and the unique needs
of deaf and hard of hearing college student success. Recommendations specifically
address the development of the noncognitive skills: academic behaviors, academic
perseverance, academic mindsets, learning strategies, and social skills. Future studies
may contribute to the field and are a result of constraints imposed on this study.
Recommendation 1
Conduct a phenomenological study of the lived experiences of a different
category of disability such as visual impairment, specific learning disabilities, orthopedic
impairment or other health impairment and the influence of Farrington’s (2012) five
noncognitive factors of academic behaviors, academic perseverance, academic mindsets,
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learning strategies, and social skills on their ability to successfully complete a four-year
college degree.
Recommendation 2
Conduct a review of literature on noncognitive skills and synthesize the findings
to determine if any additional noncognitive skills should be included into the curriculum
and presentations for deaf and hard of hearing student academic performance and
postsecondary attainment.
Recommendation 3
Conduct a correlational study based on the perceived degree of importance of
teaching noncognitive skills by deaf and hard of hearing teachers to prepare deaf and hard
of hearing middle school and high school students to be college and career ready.
Recommendation 4
Conduct a replication study, but only include either deaf or hard of hearing
students who attended high school at a school for the deaf, those who attended a public
high school and were mainstreamed in all classes, or those who attended a regional
county special day program with mainstreaming opportunities.
Recommendation 5
Conduct a case study on college readiness supports provided to deaf and hard of
hearing high school students who attended high school at a school for the deaf, those who
attended public high school and were mainstreamed in all classes, and those who attended
a regional county special day program with mainstreaming opportunities.
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Recommendation 6
Conduct a phenomenological study of the lived experiences of deaf and hard of
hearing college graduates’ persistence as it relates to attaining their college degree in 4 to
5 years.
Recommendation 7
Conduct a phenomenological study on what specific learning strategies deaf and
hard of hearing college graduates perceive influenced their ability to successfully
complete a four-year college degree.
Recommendation 8
Conduct a phenomenological study to explore and describe how deaf and hard of
hearing college graduates perceive the extent to which the skills and mindsets listed in the
Building Blocks for Learning: A Framework for Comprehensive Development (StaffordBrizard, B. K., 2016) influenced their ability to successfully complete a four-year college
degree.
Concluding Remarks and Reflections
When looking at postsecondary success for deaf and hard of hearing college
students, research has paid minimal attention to what strategies and skills this population
of students should possess in order to be academically successful in the complex college
setting. In this study, a review of the literature, in-depth interviews, observations, and
artifacts collected from deaf and hard of hearing college graduates validate the idea that
noncognitive factors influence the college graduate’s ability to successfully complete a
four-year college degree. As revealed throughout the study, successful deaf and hard of
hearing college graduates utilize noncognitive factors and understand their importance.

157

Those factors include academic behaviors, academic perseverance, academic mindsets,
learning strategies, and social skills while navigating the challenges of academic rigor
and social interactions with others during their college experience. Also revealed in this
study is that most of the noncognitive skills learned by the deaf and hard of hearing
college graduates were learned before college, which lends importance to ensuring that
college readiness programs, including noncognitive skill training, are provided while
students are in high school or sooner.
Additionally, the stories from the participants are a constant reminder that deaf
and hard of hearing college students continue to face unique barriers as they navigate
their college coursework and social life in a hearing world. When thinking of the reality
of this truth, I am reminded of a quote by Henry Ford: “Obstacles are those frightful
things you see when you take your eyes off your goal”. I thank all of my participants for
facing their fears and keeping their eyes on their goal. I know all who read this study will
be inspired by the examples they shared of the noncognitive skills they used to be
successful in attaining their college degrees. My hope is that this study will inspire other
deaf and hard of hearing individuals to earn a college degree if they so desire.
One goal for this study was to gain knowledge that could be shared about
noncognitive skills and how they might contribute to the success of deaf and hearing
college students. My hope was to share the college students’ stories so that educators
would be cognizant of the barriers deaf and hard of hearing students face and would
ensure that useful strategies are provided to help them overcome those barriers. When
reflecting on this study and thinking about the inspiring stories of how the deaf and hard
of hearing college graduate participants faced their unique barriers, persevered, and
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reached their goal of attaining their college degree, I am again reminded of a quote, this
time by Marlee Matlin: “I hope I inspire people who hear. Hearing people have the
ability to remove barriers that prevent deaf people from achieving their dreams.” A final
goal of this study was to provide a primary focus from the importance of cognitive ability
to looking critically at other factors that relate to postsecondary success for deaf and hard
of hearing college students. When looking at positive postsecondary outcomes,
specifically for deaf and hard of hearing students, it is imperative that skills other than
cognitive be focused on for academic performance and positive postsecondary outcomes.
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APPENDIX B
Interview Protocol & Questions
My name is Cindi Swenson and I am a special education administrator and
Coordinator of Special Programs for the Dry Creek Joint Elementary School District. I’m
also a doctoral candidate at Brandman University.
I’ve asked you to interview with me today because I’m conducting research to
seek to understand how deaf and hard of hearing college graduates perceive the extent to
which noncognitive factors influenced their ability to successfully earn a four-year
college degree.
I’m using the Noncognitve Framework by Camile Farrington which considers the
five factors of 1) academic behaviors, 2) academic perseverance, 3) academic mindsets,
4) learning strategies, and 5) social skills.
I am conducting approximately eight interviews with deaf and hard of hearing
college graduates who earned a four-year degree like yourself. The information you
provide, along with the others I interview, will hopefully give us a clear picture of how
deaf and hard of hearing college graduates perceive noncognitive factors influenced their
ability to successfully complete a four-year college degree.
I will read most of what I say, which may seem a little awkward, but I want to
guarantee, to the best of my ability, that all my interviews are conducted in the same
manner.
Now, I want to take a moment to talk briefly about the Informed Consent Form (required
for Dissertation Research)
• I would like to remind you that any information obtained in connection to
this study will remain confidential.
• All data will be reported without reference to any individual(s) or any
institution(s).
• After I record and transcribe the data, I will email you a copy so that you
can check to make sure that I have accurately captured your thoughts and
ideas.
Did you receive the Informed Consent Form and Brandman Bill of Rights I sent you via
email?
Do you have any questions or need clarification about either document?
Okay. I have scheduled an hour for the interview. At any point during the interview you
can ask that I skip a question or stop the interview altogether.
For ease of our discussion and accuracy I will record our conversation as indicated in the
Informed Consent Form.
Also, I will be using my iPad to take notes.
Just a reminder, I emailed you the interview questions along with a short definition of
each noncognitive factor. Feel free to look at that document as often as needed during
our interview.
Do you have any questions before we begin?
Okay, let’s get started! I will begin recording now.
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Interview Questions
My first question is in regard to Academic Behaviors
1) Academic Behaviors are measurable and observable behaviors that are associated
with being a “good student” (Farrington, et al., 2012). Common academic behaviors
include completing homework, studying, attending class, motivated engagement in
course work, organizational skills, and turning work in on time.
1. Please describe to me the academic behaviors you used that helped you in
completing your college degree.
Optional probe: What academic behaviors, from the ones you just listed, do you
think were most important?
2. Share with me a time when an academic behavior helped you to be a “good
student” when in college. (you can refer to the definition to give you some ideas)
Optional probe: Tell me about the influence the academic behavior had on you.
3. When thinking about being ready for college, please tell me when or where you
learned how to use academic behaviors.
Optional probe: Were academic behaviors something that you feel came naturally
for you?
2) Academic Perseverance is a student’s ability to complete challenging academic
tasks (Farrington, et al., 2012). This skill is commonly related to “Grit” which
includes behaviors such as not giving up easily, staying focused on set goals, ignoring
distractions, and delaying gratification (Duckworth, 2018).
1. What academic perseverance strategies did you find effective when facing
barriers when earning your college degree?
Optional probe: Why do you feel these strategies are important when earning a
college degree?
2. Describe a specific example of when you employed academic perseverance when
you were in college.
Optional probe: What influence did the specific academic perseverance have on
you?
3. When thinking about being ready for college, please tell me when or where you
learned how to use academic perseverance.
Optional probe: Was academic perseverance something that you feel came
naturally for you?
3) Academic Mindsets are the beliefs and attitudes students have in relation to the
ability to perform tasks and include trust that you can grow with self-effort,
confidence that you will succeed with effort, and belief that the academic task has
value (Farrington, et al., 2012; Dweck, 2007).
1. How important of a role do you think academic mindset played in your ability to
earn your college degree?
Optional probe: Please give me an example of at least one academic mindset that
worked for you when earning your degree.
2. How would you describe the academic mindset beliefs and attitudes you used?
Optional probe: How did the mindset(s) help you when you faced barriers as a
deaf and hard of hearing college student?
3. When thinking about being ready for college, please tell me when or where you
learned how to use academic mindsets.
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Optional probe: Were academic mindsets something that you feel came naturally
for you?
4) Learning Strategies is the processes such as self-regulated learning, goal setting,
metacognition, and time management (Farrington, et al., 2012.). Learning strategies
assist students in controlling their own learning and are the techniques students use to
learn (Rhodes, Cleary, & DeLosh, 2019).
1. Please share some examples of when you used learning strategies while you were
in college.
Optional probe: Tell me of at least one learning strategy, from your examples that
you used more than once.
2. How important of a role did learning strategies play in your ability to earn a
college degree?
Optional probe: Which learning strategies do you feel were most influential?
3. When thinking about being ready for college, please tell me when or where you
learned how to use learn strategies.
Optional probe: Were learning strategies something that you feel came naturally
for you?
5) Social Skills are the skills used to interact with others. Social skills competencies
include empathy, cooperation, collaboration, problem solving with others, selfawareness, self-management, and responsibility (Farrington, et al., 2012; CASEL,
n.d).
1. What social skills strategies did you find effective when interacting with others
when earning your college degree?
Optional probe: Why do you feel these strategies were important when earning a
college degree?
2. Describe a specific example of when you employed social skills when you were
in college?
Optional probe: What social skill did you use? How did it impact the interaction
with the person you described?
3. When thinking about being ready for college, please tell me when or where you
learned how to use social skills.
Optional probe: Were social skills something that you feel came naturally for
you?
Ok. I am finished with my questions! Is there anything else you would like to add that
you feel would be useful as it relates to my study?
Thank you again for taking this part of your day to participate in my study. Would you
like me to send you a copy of my findings when the results of my research are known?
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APPENDIX C
ALIGNMENT TABLE
Alignment of Interview Questions to Research Questions for Deaf and hard of hearing
College Graduates
Research question
Corresponding interview questions
Central Question
What are the lived experiences
of deaf and hard of hearing
college graduates and the
influence of Farrington’s (2012)
five noncognitive factors of
academic behaviors, academic
perseverance, academic
mindsets, learning strategies,
and social skills on their ability
to successfully complete a fouryear college degree?
RQ 1: How do deaf and hard of
hearing college graduates perceive
the influence of academic behaviors
on their ability to successfully
complete a four-year college
degree?

1. Please describe to me the academic
behaviors you used that helped you
in completing your college degree.
Optional probe: What academic
behaviors, from the ones you just
listed, do you think were most
important?
2. Share with me a time when an
academic behavior helped you to be
a “good student” when in college.
Optional probe: Tell me about the
influence the academic behavior had
on you.
3. When thinking about being ready for
college, please tell me when or
where you learned how to use
academic behaviors.
Optional probe: Were academic
behaviors something that you feel
came naturally for you?

RQ 2: How do deaf and hard of
hearing college graduates perceive
the influence of academic
perseverance on their ability to

1. What academic perseverance
strategies did you find effective
when facing barriers when earning
your college degree?
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successfully complete a four-year
college degree?

Optional probe: Why do you feel
these strategies are important when
earning a college degree?
2. Describe a specific example of when
you employed academic
perseverance when you were in
college.
Optional probe: What influence did
the specific academic perseverance
have on you?
3. When thinking about being ready for
college, please tell me when or
where you learned how to use
academic perseverance.
Optional probe: Was academic
perseverance something that you feel
came naturally for you?

RQ 3: How do deaf and hard of
hearing college graduates perceive
the influence of academic mindsets
on their ability to successfully
complete a four-year college
degree?

1. How important of a role do you
think academic mindset played in
your ability to earn your college
degree?
Optional probe: Please give me an
example of at least one academic
mindset that worked for you when
earning your degree.
2. How would you describe the
academic mindset beliefs and
attitudes you used?
Optional probe: How did the
mindset(s) help you when you faced
barriers as a deaf and hard of hearing
college student?
3. When thinking about being ready for
college, please tell me when or
where you learned how to use
academic mindsets.
Optional probe: Were academic
mindsets something that you feel
came naturally for you?

RQ 4: How do deaf and hard of
hearing college graduates perceive
the influence of learning strategies
on their ability to successfully

1. Please share some examples of when
you used learning strategies while
you were in college.
Optional probe: Tell me of at least
one learning strategy, from your
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complete a four-year college
degree?

examples that you used more than
once.
2. How important of a role did learning
strategies play in your ability to earn
a college degree?
Optional probe: Which learning
strategies do you feel were most
influential?
3. When thinking about being ready for
college, please tell me when or
where you learned how to use learn
strategies.
Optional probe: Were learning
strategies something that you feel
came naturally for you?

RQ 5: How do deaf and hard of
hearing college graduates perceive
the influence of social skills on their
ability to successfully complete a
four-year college degree?

1. What social skills strategies did you
find effective when interacting with
others when earning your college
degree?
Optional probe: Why do you feel
these strategies were important when
earning a college degree?
2. Describe a specific example of when
you employed social skills when you
were in college?
Optional probe: What social skill
did you use? How did it impact the
interaction with the person you
described?
3. When thinking about being ready for
college, please tell me when or
where you learned how to use social
skills.
Optional probe: Were social skills
something that you feel came
naturally for you?
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APPENDIX D
Qualitative Field-Test Feedback Form
Interview Observer Feedback Reflection Questions
1. How long did the interview take? Did the time allotted for the interview seem
appropriate?
2. Were the questions well-defined or were there times when the interviewee seemed
unclear?
3. Were there any words or terms used during the interview that were unclear or
confusing?
4. How comfortable did you feel during the interview? Comfortable? Nervous?
For the observer: How did you perceive the interviewer regarding the preceding
descriptors?
5. Did you feel prepared to conduct the interview? Is there something you could
have done to be better prepared? For the observer: How did you perceive the
interviewer regarding the preceding descriptors?
6. What parts of the interview went the most smoothly and why do you think that
was the case?
7. Are there parts of the interview that seemed to be awkward and why do you think
that was the case?
8. If you were to change any part of the interview, what would it be and how would
you change it?
9. What suggestions do you have for improving the overall process?
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APPENDIX E
CITI Program Human Subject Research Certificate of Completion

205

APPENDIX F
Brandman University IRB Approval Form
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APPENDIX G
Research Participant’s Bill of Rights
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APPENDIX H
INFORMED CONSENT
INFORMATION ABOUT: Noncognitive Factors: Deaf and Hard of Hearing
Graduates’ Perceived Influence on College Readiness
RESPONSIBLE INVESTIGATOR: Cindi Swenson, MLS
PURPOSE OF STUDY:
You are being asked to participate in a research study conducted by Cindi
Swenson, MLS, a doctoral student from the School of Education at Brandman
University. The purpose of this phenomenological study was to explore and describe
how deaf and hard-of-hearing college graduates perceive the extent to which Farrington’s
(2012) five noncognitive factors influenced their ability to successfully complete a fouryear college degree.
Your participation in this study is voluntary and will include an interview with the
identified investigator. The interview will last approximately 60-minutes and will be
scheduled at a time of your convenience. The meeting well be conducted via a Zoom
meeting. The interview questions will pertain to your perceptions and your responses
will be confidential. Each participant will be assigned an identifying code and names
will not be used in data analysis. The results of this study will be used for scholarly
purposes only.
I understand that:
a) The investigator will protect my confidentiality by keeping the identifying codes
safe-guarded in a password protected Google Drive file to which the researcher
has sole access.
b) My participation in this research study is voluntary and involves minimal risk. I
may decide to not participate in the study and can withdraw at any time. I can
also choose not to answer specific questions during the interview. Also, the
investigator may stop the study at any time.
c) I understand the interview will be recorded via Zoom. Zoom was the chosen
platform because of its capability of providing closed captioning through a thirdparty extension. Also, because Zoom allows me to “Pin Video” if I request an
American Sign Language interpreter. The recordings will only be available to
the investigator. The recordings will be used to capture the interview dialogue
and to ensure accuracy of the information collected during the interview. All
information will be identifier-redacted, and confidentiality will be maintained.
All identifying information, recordings, and notes in an electronic format will be
stored in a password protected Google Drive of which the researcher has sole
access. Any hard copy notes or identifying information will be stored in a
locking filing cabinet in which only the principal researcher will have access. At
the end of the study, all digital interview recordings and signed informed consent
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forms will be destroyed. A three-year timeline will be followed in which
transcripts of the recordings will be destroyed.
d) If I have any questions or concerns regarding the research, I should contact Cindi
Swenson, MLS at cswenso2@mail.brandman.edu or by phone at 916-824-9662;
or Dr. Doug DeVore (Advisor) at ddevore@brandman.edu.
e) No information that identifies me will be released without my separate consent
and all identifiable information will be protected to the limits allowed by law. If
the study design or the use of the data is to be changed, I will be informed and
consent re-obtained.
f) If I have any questions, comments, or concerns about the study or the informed
consent process, I may write or call the Office of the Vice Chancellor of
Academic Affairs, Brandman University, at 16355 Laguna Canyon Road, Irvine,
CA 92618, (949) 341-7641.
I acknowledge that I have received a copy of this form and the “Research Participant’s
Bill of Rights.” I have read the above and understand it and hereby consent to the
procedure(s) set forth.

Signature of Participant or Responsible Party

Date:

Signature of Principal Investigator

Date:
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